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“It’s your reaction to adversity, not adversity itself that determines how your life’s story
will develop.”
-Dieter R. Uchtdorf
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ABSTRACT
Yang, Dua. (2022). Teachers of Color and American Indian Teachers in Suburban
Schools: Retaining Through Resilience and Community Cultural Wealth.
The capstone question in this paper was: How can a Community Cultural Wealth (CCW)
Model be used to develop the resilience, resistance, and retention of Teachers of Color
and American Indian Teachers (TOCAITs) in suburban school districts? The paper
addressed the contextual challenges in the suburban school districts and ways to retain
Teachers of Color and American Indian Teachers (TOCAITs) in this context. The
literature reviewed how suburban school districts responded to demographic shifts. It
highlighted issues around systems and practices that were colorblind and inequitable to
the diverse learners it served. In addition, these contextual problems were connected to
the challenges TOCAITs have in suburban schools. It argued for strategies that better
support the resilience and sustainability of TOCAITs within context. The project is
composed of a series of professional development in a school district’s teacher of color
mentorship program for new TOCAITs. A Community Cultural Wealth Model was used
to explore and further develop the cultural capital TOCAITs possessed.
Key words: Teachers of Color, Retention, Resilience, Cultural Capital, Community
Cultural Wealth, Suburban Schools, Equity
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CHAPTER ONE
Introduction
The career choice of being a teacher was never on my vision boards, yet it has
become one full of meaning and purpose. It is an opportunity to transform education
within my community. My educational and professional experiences inform this
capstone, as it represents my resilience process and commitment to social justice, equity,
and achievement. Most importantly, it highlights Community Cultural Wealth. A focus on
my experiences in the suburban school context is described as vital information, which
showcases my adversities in the school environment and the ongoing challenges students
of color and Teachers of Color and American Indian Teachers (TOCAITs) face within it.
This chapter encompasses significant periods in my life, which give pertinent
reason to examine the retention of teachers of color in suburban schools. The periods
cover my time as a student of color, teaching assistant, graduate student, and first-year
teacher. In culmination, the narrative thread focuses on the resilience process in white
dominant spaces and provides examples of the types of cultural capital used to sustain my
work as a teacher of color. The capstone question I pose is: How can a Community
Cultural Wealth (CCW) Model be used to develop the resilience, resistance, and retention
of Teachers of Color and American Indian Teachers (TOCAITs) in suburban school
districts? I further explore the following questions:
● How are suburban school districts responding to the demographic shifts of
increasingly diverse students?
● How do the challenges TOCAITs experience in suburban schools influence their
sense of belonging and retention?
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● How do TOCAITs use their Community Cultural Wealth to sustain and thrive in
challenging workplaces?
Overview of the Chapter
There have been great efforts to increase Teachers of Color and American Indian
Teachers (TOCAITs) in urban school settings. In addition, the majority of teacher
preparation programs focus on training TOCAITs for urban schools and students
(Diamond et al., 2021; Diem et al., 2016; Holme et al., 2014; Welton et al., 2015). This is
largely due to the linguistically and culturally diverse students concentrated in urban
communities and the goal to improve the opportunity gap. In contrast, there has been less
focus and effort to increase and retain TOCAITs in suburban and rural school settings
(Beard, 2020). With a growing diverse population of students in suburban schools,
research and action are necessary to provide suburban school districts with more diverse
teachers (Burns, 2020). TOCAITs possess skills and knowledge that can help build more
equity, achievement, and inclusion for students of color in suburban schools. However,
increasing TOCAITs comes with the added responsibility and agenda to retain those
teachers. Therefore, a special focus on TOCAIT retention within the suburban school
context is the aim of the capstone.
First, an explanation of the inequities in my education is shared. Next, I describe
the challenges and opportunities gained in my early career as a teaching assistant. Then I
share the process of pursuing a teaching license as an aspiring teacher of color. Last, my
personal experiences with sustainability and retention in a suburban school are
showcased in the first-year of teaching. The critical reflections from these periods
provide insight into the inequities that plague the suburban school context. If suburban
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school districts hope to improve their equity and achievement plan as well as build a
more inclusive community, then they must recognize and work against systemic
oppression. This can be done by using theoretically informed strategies to support its
members, be it students of colors, TOCAITs, or the community as a whole.
At the end of the chapter, my experiences are examined through a Community
Cultural Wealth lens to exemplify the different types of cultural capital used to build
resilience and resistance. My examples are a testimony to how CCW can be used to
support the sustainability and retention of TOCAITs. This, I hope, will not only support
TOCAIT, but students who remain marginalized in the suburban school community. In
closing, a brief mention of Critical Race Theory, Resilience Theory, and Community
Cultural Wealth Theory explains the transformative social justice framework that is used
to analyze literature and inform the capstone project to retain TOCAITs in suburban
school districts.
My Background
Educational Inequities in Schools
By describing my experiences in suburban schools, it provides an opportunity to
understand the different challenges that linguistically, culturally, and economically
diverse students experience within predominantly white, middle-class, and suburban
school contexts. It also exemplifies how a shortage of TOCAITs impact the equity,
achievement, and inclusion of students of color. It encourages a need for recruiting more
teachers of color whose lived experiences, skills, and knowledge can be used to build
more equitable and inclusive communities for students of color in suburban schools.
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Threaded throughout my journey is resilience. Resilience in this context is not
exclusively an attribute of adversity, but it is shown as a process of overcoming and
becoming. Resilience as a process is defined by Masten (1990, as cited in Fletcher and
Sarkar, 2013) as “the process of, capacity for, or outcome of successful adaptation despite
challenging or threatening circumstances” (p. 13). The following periods of my life show
how the environment of the suburban school context played a central role in my
resilience process.
While resilience helped sustain me through my journey as a student of color and
then as a professional of color in suburban schools, what really helped me thrive and
overcome the contextual challenges was my Community Cultural Wealth. Yosso (2005)
argued that marginalized communities possess an accumulation of assets and resources
that form Community Cultural Wealth (CCW). CCW is formed by six forms of cultural
capital that help to identify the strengths and assets of marginalized individuals who are
traditionally seen in a deficit perspective: aspirational, navigational, social, linguistic,
familial, and resistant capitals (Yosso, 2005). As I share my experiences in suburban
schools, I will highlight my own CCW. This CCW approach supports new ways to
prepare and retain TOCAITs. In addition, CCW is an applicable model for students and
the school district as a whole.
Challenges in Suburban Schools. My first home was in St. Paul at a
development project for new immigrants to Minnesota. In the community, there were
common occurrences of violence such as shootings, vandalism, murder, and gang wars. It
was not the best environment for my many adolescent brothers since my parents were
worried about the influence of gangs. The problem hung like a dark cloud over the
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family, and it was eventually decided that the family would be uprooted and moved to the
suburbs for a better life. It was believed that suburban communities were safer and had
better schools. While this caused social and physical distance from the cultural and
linguistic community my parents needed, it was a sacrifice they were willing to make for
the family. My parents were refugees from Laos and never had the opportunity or means
to go to school. A distant country, much less a distant city, was worth the journey to
safety and a better life. Here, at the age of six years old, is when my resilient journey in a
suburban community and school began.
In the suburbs, there were many challenges. First, I did not know English. All my
social interactions before moving were limited to people with the same Hmong culture
and language. Therefore, I grew up only speaking Hmong as a first-generation Hmong
American. This posed a problem in my new school. Since it was difficult to understand or
communicate in English, I would often get in trouble for not following directions or
doing what was expected. For example, simple things like asking to use the bathroom
were embarrassingly difficult with no English language, so embarrasing accidents often
occurred in the classroom. This resulted in harsh reprimands from teachers and social
exclusion from peers. Each day, it took incredible effort to attend an environment that
was foreign in culture and language.
I was experiencing culture shock in my new school, and my teachers were
struggling to figure out ways to support an English language learner (ELLs). Culture
shock can be described as a sense of confusion when introduced to a new culture or
environment (Segal, 2021.). The new school did not have kids who were bilingual or
immigrant; in estimate, there were less than 20 students of color in the whole school.
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Along with a lack of diverse peers, there were also no teachers of color. The teachers
were all white and had very little training to teach and support the needs of students from
different cultural and linguistic backgrounds.
At a young age, I learned that the teachers did not place much confidence in ELLs
and that fitting in would never really happen. Yet, as an innocent child, I perceived school
to be safe grounds. It held promise as it gave opportunities for choice, play, food, and
laughter. It was a place different from my often violent and chaotic home. The suburban
school was different and challenging, but it sometimes felt safer than the home that was
filled with my parents’ constant fights and their neglect.
The teachers believed that accelerated lessons about American culture would
solve the cultural differences. Many lessons started with, “In America, we do it this
way…” or “it’s important to learn how to be an American.” Teachers’ expectations
reinforced the view that one had to behave and talk like an American to be valued and
respected. It was important to be obedient and good to appease them. This meant that I
exerted more effort to follow school rules, to carefully pronounce the pledge of allegiance
clearly, and to speak only when I was sure I held no accent.
Second, it was difficult to learn class content. Many teachers were unequipped to
teach English language learners (ELLs). My siblings and I had to move around the school
district to find a school that had an English language program. There were few programs
and teachers to support the new groups of linguistically diverse learners entering the
suburbs. Since I had limited English, it took a lot longer to learn class content. My peers
seemed to learn at an accelerated pace while I was continually confused. In the
classroom, teachers often gave me different stories to read or different tasks to keep me
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busy instead. Teachers rarely provided academic intervention to support my language
development or literacy skills. They had low expectations, and therefore gave little
encouragement in school. Nelson and Guerra (2014) explained that the teachers’ lack of
cultural knowledge impacts their perception of students when, “the vast majority of
educators, including educational leaders… hold deficit beliefs about culturally,
linguistically, and economically diverse students [because they] often have insufficient
cultural knowledge to recognize and respond to culture clashes” (p. 88). Deficit views
were responsible for limiting access to curriculums and instruction, and it therefore
produced a poor and inequitable education. Deficit views continue to plague the
educational equity and achievement of marginalized students in suburban schools.
Despite the deficit views, I recognized how much I loved learning. My brain was
quick to pick up math, so I enjoyed multiplication and equations. I was a child full of
curiosity about the world and had a high imagination. My favorite school subject was
drama and theater. What teachers did not know was that I had a wonderful mind and a
rich social culture that made me unique. By navigating two cultures and spaces, I had
gained different skills and knowledge to navigate and succeed in school year-after-year.
Yet, all the components that made me unique were seen by teachers as barriers to
progressing in school.
A third challenge in the suburban school environment was being able to balance
two cultures. As a young student, it was very important to be socially accepted and blend
in at school. Therefore, it was important to emulate the people around me. Since my
teachers were all white, and the majority of my peers were all white, my racial identity
development was a confusing split between two cultural worlds: one of whiteness at
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school and one of cultural tradition at home. Eventually, the socialization process in
American schools dominated my culture and home-language. At school, different
cultures were never discussed, there were no celebrations or validation of culture and
language, and there were few representations of people of color. There was only the
dominant white standard, which caused me to constantly compare myself, thereby
lowering my self-worth.
I felt ashamed of being different from my peers and wanted to belong. Since the
majority of my peers were middle-class, having resources helped establish status at
school. The easiest change that could be made was my appearance. At a very young age,
I started to prepare and dress myself, making an effort to wear clean or gently used
clothes. In high school, I made sure that my clothes were the same brands as my peers.
Unbeknownst to those at school, I used my hard earned money from harvesting
vegetables each summer to pay for school clothes and supplies. In school, a constant
pressing thought I had was that I needed to assimilate because being different made
others uncomfortable, hateful, and eventually distant.
As I assimilated and intentionally tried to be more Americanized and white, I
slowly lost the value of my linguistic and cultural heritage. At that young age, the
consequences of those tradeoffs were unrealized until adulthood, not until I had a chance
to move away and be part of a larger community of diverse people, which developed an
understanding and value for diversity. Growing up in suburban schools without teachers
of color of any kind erased the value of diversity for me as a child. It made me think that
value was in one culture and one race. It made me think that privilege and power were
with the dominant white group.
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Once I became an adult, this was something I had to unlearn to reclaim my
authentic cultural self and political identity. This transformation took place much later on
in college with the guidance of professors of color. My transformative journey was first
ignited by my anthropology teacher, who is a Polynesian woman and a leader in the
Hawaiian Sovereignty Movement. She helped to develop the critical skills and reflective
practices I needed to understand my Hmong history, dual identity, place in America, and
purpose in the community. She used book studies to help me make personal connections
to colonialism, language imperialism, war, trauma, and culture and society in order to
help reshape my understanding of history and the current state of affairs. This helped me
realize my role and purpose in social justice. It was through this process of learning about
my heritage, the trauma that my Hmong people experienced in Laos and its connection to
the new experiences and challenges in America that I finally came to understand the
value and meaning of owning my history, culture, and language. It helped me develop an
authentic cultural identity that I had previously feared to claim in my dominantly white
schools and society.
Many of my academic challenges in school were equated to my lack of English or
difference in culture. However, equally important were factors such as my economic and
gender status which greatly influenced my academic performance. So the third challenge
in my suburban schools was having to carry these statuses with me each day. My parents
were traditionally farmers and had no education, so moving to the United States made it
difficult for them to find a new trade that could support the large family. When my
parents first settled in America, they had already had five of my older siblings. Then over
time, they had the rest of us, making it a total of ten children. They had to work odd jobs
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to earn small amounts of money. Therefore, food, clothes, and medical resources were
hard to come by. My parents were often not home, and my care was overseen by older
siblings. I always went to school dirty, wearing the same clothes, or was hungry. Many
times, teachers would send me to the nurse to get examined for my poor appearance and
health. Eventually, those experiences and the accompanying social isolation taught me to
take better care of myself.
At school, each day we would be given time to eat a snack brought from home.
My peers often brought cookies, chips, candies, or crackers. My house did not have those
things. My parents often received food from the food shelf, so much of our food came in
cans. At home, I would look around the house for fifteen cents to buy a snack from the
school’s snack cart. I would always buy sunflower seeds, since they were the cheapest. It
was important that I appeared as affluent as my peers, so I purchased sunflowers even
though I didn’t like them. Yet, being able to buy and bring a snack to class made me feel
a small sense of accomplishment. I could show my friends that I belonged. In large
though, the process of finding a snack made me feel ashamed, inadequate, and far behind
my peers with their abundant resources. They did not have to worry about snacks,
clothes, or field trip money.
As a girl, I had a significant cultural role at home, which impacted my
opportunities in education. The responsibilities in a Hmong household are very different
between boys and girls. My brothers were given the freedom to hang out with friends, to
leave the house whenever they wanted, and they could play school sports. However, my
sister and I were not allowed to stay after school for activities. Instead, we had to come
straight home and help our parents with housework. Thus, I was cleaning or babysitting
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each day after school. That meant that I did not have a regular after-school schedule for
school work. My cultural gender role and responsibilities added additional barriers to
achievement in school. Early on, I was resentful of these gender roles. As I became older,
I used that frustration and resentment to fuel my aspirations and liberate myself through
education. I realized education was the match that would light the fire to transform my
situation at home. Eventually, my aspiration to defy the gender role of a young Hmong
housewife became the main motivating force which caused me to be resilient at home and
school.
Overall, in the new suburban school district, teachers and schools did not
appropriately and effectively respond to my siblings and my academic, cultural, gender,
and socio-economic hardship. Instead, teachers often left us to sink or swim. Some of us
ended up learning how to swim and navigate the educational system. In middle school, I
learned how to increase academic success by understanding the different academic text
structure and using study strategies to help me be successful in classes. Then in high
school, I learned how to take courses to prepare myself for college.
While I was able to gain mobility through education, my brothers sank more in
school. The way they moved and operated within these spaces were very different, as
they were seen as threatening males, non-complying individuals by teachers, and easy
targets of racialist hazing by peers. There was much racial tension during their high
school years. They were identified as at-risk and delinquent, thereby receiving punitive
disciplinary actions. As a result, some never graduated from high school and have
struggled to find employment. These experiences made me understand from an early age
that language, culture, race, gender, immigration and socioeconomic status can all be
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barriers to educational equity, racial equality, achievement, and inclusion in suburban
schools. When teachers are unequipped with knowledge and skills to teach responsively,
it can further marginalize groups of students.
Students of color like me are often not given the opportunity to achieve. These
experiences within my suburban schools portrayed the common minority experience in
education. Often the historical experiences of diverse learners go unrealized and needs
unmet in a school culture and system. It is important to learn the reality of these
intersecting challenges in order to provide students with the necessary support and
equitable education (Chapman, 2014; Conchas et al., 2012; Endo, 2019; Diamond &
Lewis, 2019; Rodriguez 2020, 2020; Shirazi, 2017; Smith, 2014; Smolarek, 2018). This
knowledge now informs me as a teacher of color and my professional resilience as I seek
to improve the educational equity and achievement, and diversity and inclusion in my
suburban school district.
Challenges in a Suburban Community. At home, there were blatant community
expressions of racism and hate against my family. Neighbors would throw eggs at our
house and cars. When our family was out in public, we were watched and under
surveillance at stores. At the park, drivers would purposefully slow down and repeatedly
drive their cars around the block to stare and intimidate us. Adults in the community were
often racist to my parents at the gas stations and grocery stores. Eventually my parents
realized that the suburbs we had moved to for the improved quality of our education and
life was more challenging and dangerous than they had expected.
Having first hand knowledge of discrimination as a member of a marginalized
group helps me understand how issues today affect the lives of students and families.
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These early experiences are significant as they exemplify the systematic racism that
shows up in our lives across institutions and society (“What is Systemic Racism?,” 2020).
The treatment of minorities within suburban schools and communities was influenced by
the sociopolitical climate on immigration and language policy. They were oppressive and
assimilative policies that reinforced the domination of the white, English speaking
majority at others expense. My experiences in a suburban school district exemplifies the
challenges that other diverse students may have. If the school district hopes to change the
teaching and learning that takes place within its community, then a focus on racial and
social equity is needed.
Teachers of Color and American Indian Teachers’ (TOCAITs) have traditionally
experienced racial injustice, inequity, and discrimination in education. These systemic
conditions begin early in school, continue through higher education and into their
profession. It produces a process of resilience as TOCAITs continually face systematic
oppression that transcends across social and institutional spaces. It is in the process of
resilience that they gain different skills and knowledge to help them with emancipation
and activism. Therefore, TOCAITs have cultural capital to transform the systems and
practices that are plaguing school communities today.
Professional Career in Suburban Schools
The beginning of my professional career in education provides another
opportunity to understand the possible impact TOCAITs can have in suburban schools.
These early professional experiences highlight the challenges TOCAITs may have with
entering and remaining in teaching. They also showcase the transformative influence of
TOCAITs in their suburban school district. My resilience process continues into these
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professional phases. As I continue to face systemic oppression, it is important to note the
cultural capital used to overcome my obstacles.
Minnesota Reading Corps Tutor. As I mentioned before, teaching was never on
my career vision board, but volunteer opportunities led me to education. After I
completed my undergraduate degree, I found no work and had financial loans to repay, so
I signed up for a year of service with the Minnesota Reading Corps. It attracted me since
it offered a stipend and an educational scholarship. That year of service ignited my
interest and commitment to serving students in education. In my year of service, I had a
chance to work with a large refugee and immigrant population in an urban school. It was
a meaningful experience and was a good example of a strong school and community
partnership focused on diversity and excellence.
Teaching Assistant. I was offered a position to stay on as a teaching assistant in a
prekindergarten classroom. In this urban school, there were many teachers of color. I
worked closely with a Black teacher and watched them use culturally responsive and
culturally sustaining pedagogies to create a classroom that represented the cultural
backgrounds of students. In the classroom, my skills and knowledge were acknowledged
and valued. This was the first teacher to encourage me to pursue teaching.
I eventually moved back to the same suburban school district I once attended to
work as an English as a Second Language (ESL) teaching assistant. It was an all-white
teaching space, and I was surprised to see that the student population had grown more
diverse. My first day in my new building was perplexing. Most notable were the student
responses to a new face. Usually, students are very friendly and excited to meet visitors
and new teachers. Yet, I recognized odd behavior from my white students the first few
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week of work. When I entered classrooms, these students looked uneasy, would
sometimes back away, look at me with confusion, or they would not engage with me at
all. Over time, this unknowing went away and students grew to trust and respond to me
positively. In contrast, students who had a similar cultural background as me were excited
to greet me and showed curiosity. They seemed hungry to make a connection with me.
This experience made me realize how diversity in teacher staffing can help students
understand and celebrate diversity. These racial interactions exemplified how important
TOCAITs are in providing a reflection and mirror for all students.
Much of my early career in education occurred during the Trump era. During this
time, the sociopolitical climate around immigration policies and islamophobia in the
media weighed heavily on the minds of my Muslim and Latino/a students. As an ESL
teaching assistant, I worked with English language learners (ELLs) and with
academically at-risk students in need of reading and math intervention. My position and
proximity to diverse students gave me opportunities to hear how these issues impacted
them. In a social studies lesson on states and cities, students brought up topics they heard
President Trump tweet about relating to Muslims, terrorism, the wall, and immigrants.
Students shared their anger, fears, and family discussions around safety in this country. In
response to their concerns, I reassured them of their safety and value in the school
community. These students were voicing the fears they had as discriminated groups in
America. Their fears reflected my own, since I was a Muslim woman. However, I felt
that the darkness outside our school walls would never reach us, that we were safe and
protected.
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I was proven wrong. One day, while in the staff lounge, a staff member and I
discussed the presidential election and our fear of political extremists at poll locations
such as our school. When ending our conversation, the teacher leaned over and left me
with a final comment. She said that she had nothing nice to say about Islam. We had been
discussing the same topic, but her last words showed me how we were discussing
different concepts of extremists. She was referring to religious extremists, while I was
talking about general left and right-wing political extremists.
Her comment froze me in place. At that moment, I did not understand or know
how to respond to her comment. That day, I walked in a daze, and then went home to
ponder her words. Her opinion was hurtful because I was a Muslim woman. I had no
physical markers to show my faith, but I was a Muslim woman who had felt safe thus far
in my suburban school community. Her words broke down my safe assumption and
showed me the reality of the prejudice existing in the school community and society at
large. For the first time since being a K-12 student, I questioned my place in the suburban
school community again. Is this the right community for me? Will I be safe and valued?
Her opinion displaced my sense of belonging in the community and made me seriously
reanalyze the community I had joined. I felt like giving up and leaving the school district.
I could possibly seek a school district that was more inclusive of diversity.
Once my shock and pain wore off, I centered myself by reminding myself of my
strengths and worth. My strong sense of self has always helped to strengthen and
reposition me against adversity. I knew I had to reaffirm who I was in the community.
The next day, I took action by wearing the headscarf to school. This was grounded in the
belief that one way to combat prejudice was to be visible to break down stereotypes. I
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learned that I had to reintroduce myself to the school community as a Muslim to build
awareness and acceptance for those like me. It was important that I empowered myself by
being unapologetically myself. By wearing the headscarf, I was repositioning myself in
my community. I was redefining the school community by marking my identity and
advocating for diversity and inclusion in a white homogenous workspace. This event
marked a new process of resilience, one focused on professional resilience in suburban
schools as a teacher of color promoting diversity, inclusion and equality.
Before, I had practiced resilience as a powerless student by conforming to the
dominant system and practices in place. Now as an adult, I recognized my unique identity
and used my cultural wealth to sustain and build resilience in my suburban school
community. I believe TOCAIT sustainability within these environments requires
continual resilience development, and a recognition, and utilization of Community
Cultural Wealth to combat systemic and institutional issues that have largely remained
unchallenged, unchanged, and waiting transformation in the suburban school districts.
In advocating for myself, I understood the stakes at play in my school for
minority students. Belonging, safety, and inclusion are vital to a student’s place in the
school community. I knew that I needed to improve my school community by
highlighting the issues my diverse students faced and advocating for more organizational
changes and staff development to support historically marginalized students and staff. I
was able to accomplish this by talking to my administrators about my experience as a
staff of color. I explained how I felt isolated and unsafe. It encouraged the administration
to provide more professional development focused on diversity and inclusion and it
initiated a Culturally Responsive Teaching task force in the school.
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My experiences as a student of color then as a staff of color in the same
white-dominate suburban school helped me to recognize the continuing issues around
race, diversity, and equity that can interrupt achievement and prevent inclusion in
suburban schools. These issues need to be addressed districtwide to help stakeholders
understand and respond to the systematic issues that plague the welfare and achievement
of students of color in suburban schools and the TOCAITs working there.
TOCAITs are an asset to education as their lived experiences and critical lens can
reveal unexamined issues in need of change in suburban schools. This can transform
schools by highlighting issues that are not commonly experienced or recognized by
dominant white teaching communities. In the words of Richard Riley (1998, as cited in
Villegas and Irvine, 2010,), a past U.S. Secretary of Education, “we need teachers who
can relate to the lives of diverse students… We need teachers from different backgrounds
to share different perspectives and points of views with colleagues” (p. 177).
The success of these transformations are only possible when leaders in school
districts are willing partners. The incident was challenging, but it provided me with new
opportunities to challenge, resist, and transform my school. Ultimately, I gained more
allies in the community who were willing to support my cause in the suburban school
district. My school and colleagues’ effort to change the school culture, system, and
practices showed me how impactful all schools can be collectively to help the district
fulfill its mission in equity and inclusion.
Applying to a Teacher Preparation Program
I worked as a teaching assistant for a total of five years before seeking pathways
to teacher licensure. In all honesty, there were many challenging barriers that prevented
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me from gaining a teaching license sooner. It is important to describe the barriers along
the way in the application process as it highlights the common challenges that teachers of
color face when trying to access college programs. Most importantly, it exemplifies the
navigational skills and capital that TOCAITs use to support them in the process of
becoming teachers. It is a process of resilience with aspirations that they can make a
difference in education.
The first reason why it took me so long to pursue a license in teaching was
because few teachers encouraged me to join the teaching field. I excelled as a support
staff, but teachers did not have higher expectations for me. I realize that is a problem. If
we are to increase TOCAITs, then we must invite more people of color to teaching, open
pathways, and provide mentorship opportunities. The few times I was encouraged to join
the teaching profession was by other teachers of color. They recognized and valued my
cultural capital, ability to build relationships with students and families, and the different
perspectives I contributed to discussions. These teachers saw the intrinsic value I brought
to teaching, and they believed I was capable of making more of a difference as a teacher.
The second reason I waited to join a teacher preparation program was the simple
fact that I did not know where to start. I had so many unanswered questions. How do I
become a teacher? Which colleges provide teacher preparation programs? What are the
requirements? How much would it cost? Can I still work and go to school? I didn’t want
to ask my white peers because they never envisioned me in a teacher role, and there was
no community to lean on. Therefore, I started the process by researching online. This
quickly overwhelmed me because of the large amount of online college and career
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information. There were many options, and I did not know which pathway or program
was the appropriate fit with my current college and career experiences.
The third reason it took me so long to apply to a teacher preparation program was
because I was worried about money. First, I needed to find a program that would still
allow me to work a full-time job while going back to school. Second, I already had my
undergraduate loans to worry about, so I was hesitant to add on more financial burden. To
overcome these financial barriers, I looked for specific teaching programs for working
professions offering grants and scholarships for aspiring teachers of color.
Thus, I started my college research process by looking for graduate teaching
programs that offered scholarships for aspiring teachers of color. There were a few
programs to choose from, but I found it frustrating when there was insufficient
information online regarding grants and scholarships for aspiring teachers of color. For
example, when viewing a college’s website on teacher of color scholarships, a description
of the specific scholarship was never specified. It was briefly mentioned or not
completely missing from the school. The limited information made it challenging to
complete a realistic financial plan for college. Eventually, I applied to a teaching program
based on the program description alone. Once I started my first term, I was able to see on
my financial aid package that I was awarded an Aspiring Teacher of Color Scholarship
for each semester. No further notice was provided. The challenge to secure information
about financial aid made it a frustrating application process. To improve future processes,
there needs to be more transparency on scholarships such as the amount and scholarship
duration. This can help attract more TOCAITs who use scholarships as a deciding factor
in their teaching program of choice.
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Hamline’s Center for Excellence in Urban Teaching Fellowship
I decided to pursue a Master of Arts in Education-initial licensure program at
Hamline University. The university had important resources and programs that benefited
my personal and professional goals.
The first reason Hamline interested me was their strong reputation in preparing
English as a Second Language (ESL) teachers. It was important that I found a teacher
preparation program that not only had scholarships, but also excelled in my teaching field
of interest. When I worked as a teaching assistant, many of the ESL teachers were trained
at Hamline. Once I started visiting different graduate teaching programs providing
scholarships to aspiring teachers of color, I found only a few with a strong ESL program.
I learned this one day when I received a school tour at a different college by their director
of programs. They were very honest in telling me that their school did not have a strong
ESL teaching program, so they asked if I would be willing to change my focus to literacy.
That recommendation did not sit well with me since I had a specific purpose in pursuing
a teaching license in ESL. As a previous English learner (EL) in K-12, I was particularly
interested in working with English learners. In addition, it was linked to racial and social
justice. Asking me to change my teaching focus was the same as asking me to change my
social justice identity. Therefore, I decided to pass on that college and instead chose to
attend Hamline University. Hamline was known to have a strong ESL licensing program.
A second reason I chose Hamline University was its Center of Excellence in
Urban Teaching (CEUT). The CEUT has a teaching fellows program that supports
diverse and underrepresented teacher candidates with scholarships and professional
development to prepare them “to practice social justice, culturally relevant pedagogy,
innovation, relational trust, leadership, and [use] research-based knowledge and
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skills” (Hamline University, 2021). The program consisted of monthly meetings, readings

and discussions, reflections, expert panels, peer support and mentorship. In culmination,
the program provided a more culturally attuned, safe and inclusive learning community
that I had not adequately received from Hamline’s graduate teaching program alone. It
was an affinity group that gave aspiring teachers of color a place to share their
challenges, to examine racial and social inequity in their workplace, and to equip
TOCAITs with the skills necessary to make meaningful differences in urban schools. The
CEUT program benefited me professionally and helped to sustain me through my
program. It also provided mentorship for first-year teachers, which I used to process and
resolve challenges in my suburban school district.
Special teacher preparation programs, affinity groups, and scholarships combined
to fulfill my aspirational goal of becoming a TOCAIT. This college experience taught me
the importance of information and access to TOCAITs. Educational communities that
help TOCAITs sustain and reaffirm their multifaceted identities and help develop their
social justice framework can increase more applicants to teaching.
First Year Teacher of Color
My first year of teaching happened to begin at the start of the pandemic. With the
pandemic, employment opportunities were impacted by a state of unknown. I wanted to
work with a large diverse student population, so an urban school setting was my
preference. However, most of the ESL jobs posted were in suburban school districts. I
decided to apply to jobs in the same suburban school district I grew up in and the same
one I worked in as a teaching assistant. My childhood learning experiences in the district
made me knowledgeable about the challenges there. Yet, my previous experience as a
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teaching assistant told me that the school district also held opportunities to grow in
agency as a teacher of color. The potential opportunity to help transform the district led
me to my final decision to start my teaching career in the suburban school district.
My first year of teaching had many challenges. Besides the normal teaching
challenges new teachers struggled with, such as learning how to use new online teaching
platforms and techniques to teach distant learners, instead the prominent problem I
experienced was isolation. I was one of two teachers of color in the building. As a new
teacher to the building, I had looked forward to getting to know teachers in the
community and share identity and experiences with others. However, it was hard to
express my authentic self in my homogeneous workplace since there were few
opportunities for community engagement. When I tried to engage teachers, they were not
interested in getting to know me besides saying a simple hello and smile. I felt all the
wonderful things about me remained stuck within my body, behind a wall that was
erected by others. My culture, language, identity, and assets were invisible and
unacknowledged. In my school community, there was no space for diversity. It felt so
isolating that I wondered if I could continue if there was no community. I often asked
myself: do I belong here; why should I stay; what is my purpose here; and how can I
make a difference? The reality of this situation continued to persist through the school
year, especially since there were no professional opportunities in place to support
diversity and inclusion for staff in the workplace.
What made me remain in the school was recognition of the effort I had put forth
in teaching. I knew that all the hard work I had put into my first-year required my
continual commitment in order for it to bear fruit. The culturally relevant, culturally
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responsive, and culturally sustaining pedagogies used with my multilinguals made a
difference in their lives. I saw it in how they engage in learning, how they felt valued and
safe in my classroom, and how they valued me as a teacher who understood them. I
realized how much of a difference I made in my first year of teaching and felt it was
important to continue to support and advocate for my students and their families. While I
did not have a strong professional community, I had a community with my students. That
helped me remain resilient. TOCAITs often have to find ways to sustain their work in
challenging school environments. When suburban schools consist of a homogenous
teaching workforce and a predominantly white school culture, it can be hard for diverse
teachers to feel included in that school community. I was able to build social capital
through the relationships I developed with students. This social capital ensured that I had
a place and I had allies in the school.
A second issue I experienced was feeling undervalued. The participation structure
was not conducive to supporting marginalized voices. Often in collaborations, my white
colleagues dominated conversations, so there were few opportunities for me to speak. For
example, when discussing student progress and needs, teachers often forgot to consider
variables such as English language proficiency, bilingualism, or access to technology. I
found it frustrating to resolve academic challenges without considering the whole child.
Teachers thought my knowledge and focus on language and home culture was
unnecessary. Therefore, my expert knowledge was undervalued.
Again In this collaborative environment I often asked myself: am I valued here;
why can’t I voice my perspective or share my knowledge; and what opportunities do I
have to contribute and grow here? I had many reservations about whether this school in a
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suburban school district was the right match for me. Dixon et al., (2019) summarized
these challenges by explaining, “ultimately, teachers of color express that they navigate a
workplace that renders their identity, skills, and contributions to the school invisible.
They deal with these experiences every day and have to operate in a space where they
don’t belong” (p. 9).
Suburban school districts differ from urban school districts as their TOCAIT to
white teacher ratio is lower (National Center for Education Statistics, 2019). Thus, issues
of isolation are enhanced in suburban school districts. It is necessary to build diverse and
inclusive workplaces to support the retention of TOCAITs. Through my personal and
professional journey in suburban schools, I needed to continually practice resilience and
use my own cultural wealth to overcome systematic oppression. The purpose of
describing my resilience process is to increase understanding and strategies to support the
recruitment and retention of TOCAITs in suburban school districts focusing on their
cultural capital.
Reflections on the Past
Resilience Process
My experiences as a K-12 student described my struggle to adjust to a new culture
and language, within a dominant culture that suppressed my identity and voice and within
an oppressive system that did not provide equity for English-as-a-second language
learners. I recognized how powerless I was at a young age and learned how to survive in
the dominant culture by blending in and borrowing whiteness, compromising my cultural
identity and language, and by focusing on the wrong cultural capital. I later had a mentor,
a professor of color who through her own culturally relevant and culturally sustaining
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pedagogy taught me how to critically reflect and liberate myself. Lo (2015) argued that
what was initially considered cultural capital as defined by Bourdieu, left certain cultural
resources possessed by the dominated “unrealized cultural currency.” They explained that
the “Bourdieu definition envisioned cultural capital as “high-status signals serving the
function of domination and exclusion” (p. 126). Lamont and Lareau (1988, as cited in Lo,
2015) added to this by stating that the definition “promoted dominant agencies of
socialization” where only some types of capital had value and others had low value (p.
126).
In my suburban schools, I did not see representation or examples of how other
forms of cultural capital were valuable. I was not informed of my own Community
Cultural Wealth. Once I traveled to new communities and met people from different
cultural backgrounds with their own political and social histories of resistance, I learned
how to transform my resilience from one of compliance to one of cultural and political
resistance and agency.
The conflict experienced as a paraeducator taught me how important voice and
agency was in order to restore my sense of belonging in the school community and my
aspirations in the school district. In addition, that incident propelled me to seriously
consider and commit to obtaining a teaching license. In Hamline’s initial licensure
graduate program and CEUT program for aspiring teachers of color, I found an
opportunity to achieve this goal and to gain the knowledge and skills necessary to be a
social justice advocate.
When I started my first year of teaching and rejoined the suburban school district,
I was informed by my previous experiences of the challenges facing people of color,
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students and teachers within this space. I knew that my work as a teacher would be to
remain resilient through such a system and to find ways for myself and my students to
thrive.
Community Cultural Wealth
Yosso (2005) argued that marginalized communities of color possess cultural
capital that traditional cultural capital theorists such as Pierre Bourdieu did not recognize
or value. Instead, Yosso (2005) believed in using a CRT lens to see how communities of
color “nurtured cultural wealth through at least six forms of capital suchy as aspirational,
navigational, social, linguistic, familial, and resistant capital” (p. 77). Figure 1 explains
this.
Figure 1
Community Cultural Wealth Model

Note. The Community Cultural Wealth Model consists of six types of cultural capital.
The figure defines each type of cultural capital. From Yosso, T. J. (2005).
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My story first started when I described my move from the city to the suburbs. My
parents’ desire for a safer environment and better schools is an example of aspirational
capital. Aspirational capital is the ability of people of color to hold hope and continue
dreaming-on despite real and perceived barriers (Yosso, 2005). Much of my resilience in
the suburban school context has been largely motivated by aspirational capital. I knew I
could make a difference despite the obstacles present there. My social justice orientation
pushed me to see the place as one of opportunities, opportunities for growth and change
in the district.
Due to the fact that my home-language was not seen as an asset in my new
community, I slowly lost favor and use for it. Now as an adult, I grieve the loss of my
linguistic heritage. While I can understand and speak a little of Hmong, I don’t know
enough to teach it to my children one day or to fully utilize it in the cultural community.
Even if my home language is dominated by English, I hope to regain it. I see how much
capital it has when communicating with Hmong parents or when supporting emergent
bilingual students.
Looking back at my K-12 experience, much of the academic success that
culminated in my high graduation ranking was the result of my own ability to understand
school requirements and navigate the resources and programs to ascend in school. This is
an example of navigational capital. It can be said that navigational skills are highly used
by immigrant communities, especially first-generation students who are accessing
educational systems and practices for the first time. Navigational and aspirational capital
worked together to help me graduate. These navigational capital were also used to help
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me navigate and succeed in college and my first year of teaching in the suburban school
district.
I didn’t know or appreciate my parents’ resilient journey from Laos to America
until I became older. From their story telling, I learned of the war events that led to their
displacement and the sacrifices they made to keep the family together and safe. For the
first time, I realized that my father was not an angry or weak man, as he was depicted in
the new American society. Instead, I started to reflect on all his skills and contributions to
my family, the Hmong clan, and church. I learned that he was an inventor, engineer,
conservationist, legal wiseman, and so much beyond what I had assumed he was. My
focus on Community Cultural Wealth allowed me to recognize the assets he had and used
to be resilient in a new country. Parents teach children through modeling. I learned so
much from him. His skills and knowledge were passed down to me. Like my father, I
have a creative mind and also have a high sense of moral duty. These are examples of
familial capital that have helped me as a teacher.
A critical reflection on my experiences in suburban schools from K-12 to now,
teaches me how much my identity and resilience are shaped by an awareness and use of
Community Cultural Wealth. If I hope to increase my resilience and sustain myself as a
TOCAIT in suburban schools, then I must continue to pursue self-development and
critical reflection on Community Cultural Wealth within context. Thi will allow me to
process and liberate myself from domination and work towards social justice and change.
Rationale for Project
Suburban school districts have been historically homogeneous communities, but
in the last several decades they have undergone significant demographic shifts (Welton et
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al., 2015). An increase in student groups from diverse economic, cultural, ethnic, and
linguistic backgrounds mean that suburban schools and teachers need to prepare and
teach responsively to ensure equity and achievement. They must also be conscientious of
how they honor diversity and build more inclusive communities for all students.
Increasing TOCAITs is an important step in transforming suburban school districts.
My capstone project focuses on providing professional development for TOCAITs
by exploring resilience and developing Community Cultural Wealth to help sustain and
retain them. I am committed to using improved strategies to sustain TOCAITs and
working towards the school district’s equity and achievement goal.
A Commitment to Teachers of Color
TOCAITs in Minnesota. TOCAITs make up less than six percent of the teaching
force in Minnesota, which is drastically lower than the national average of twenty percent
(Learning Policy Institute, 2018; Minnesota Professional Educator Licensing and
Standards Board, 2021). Table 1 shows a further breakdown of the supply of teachers in
Minnesota by race and ethnicity. The data was reported by the Minnesota Professional
Educator Licensing and Standards Board (PELSB) (2021) in their Biennial Report and
showed that besides white or no race groups, each of the racially and ethnically diverse
groups of teachers on average make up only one percent of the teaching force. When
comparing this data, the percentage of TOCAIT to White teacher ratio is 5.65% to
78.27%.
Table 1
Number of Teachers By Race and Ethnicity
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Note. The table shows how many teachers of color there are broken down by race. From
Table 4 in Minnesota’s Professional Educator Licensing Board, 2021.
What is the TOCAIT to Students of Color and Indigenous Students (SOCIS)
ratio? The PELSB (2021) stated that, “Minnesota continues to lag significantly in the
ability to hire and retain racially and ethnically diverse teachers even close to the
proportion of students of color and indigenous students in the state” (p. 5). An analysis of
the proportions of TOCAIT to SOCIS in the 7-Twin Cities economic development
regions were found to have a total number of 4,886 TOCAITs to a total number of
236,325 SOCIS (PELSB, 2021, p. 20). The Coalition to Increase Teachers of Color and
American Indian Teachers in MN (TOCAIMN) (2021) shared additional data specific to
school districts and found a TOCAIT to SOCIS ratio of three percent to thirty-six percent
in the Anoka-Hennepin Public School District (p. 1).
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This data shows how students have inequitable access to TOCAITs, and it
demands improved policies to support the recruitment, preparation, and retention of these
different teacher populations. As a member of TOCAIMN, I have been a strong advocate
for its Increase Teachers of Color Act (ITCA). According to TOCAIMN (2021), the
ITCA is a package of bills aimed at creating:
Comprehensive systemic change needed to address opportunity and achievement
gaps for students while strengthening existing programs and creating new efforts
needed to attract, prepare, license and retain an increased percentage of Teachers
of Color and American Indian Teachers (TOCAITs) in MN. (“PURPOSE: What
will be achieved if ITCA 2021 is signed into law?”, n.d.)
I believe diversifying the teacher workforce can support more educational equity and
inclusion in schools. As suburban school districts continue to face significant
demographic shifts, more must be done to provide equitable learning opportunities for
students and efforts to build a more inclusive community. My experiences in school as a
female and first-generation Hmong American have given me a deep understanding of the
transformation that needs to take place within suburban schools. The challenges faced by
students of color in schools and TOCAITs in the workplace shows the existing structural
and systematic oppression and injustices in education and provide us with valuable
context to support better strategies for recruiting, preparing and retaining TOCAITs. I
believe that TOCAITs can contribute to improving their school communities and the
success of students. Thus, I am committed to increasing TOCAITs in Minnesota. My
capstone project aims to support sustainability in suburban school districts. Then it aims
at identifying and developing the resilience and resistance of TOCAITs through a
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Community Cultural Wealth lens. This project forefronts the movement for increasing not
only sustainable TOCAITs, but teachers interested in moving the needle.
A Commitment to My Suburban School District
Educational Equity and Achievement. I am committed to increasing
educational equity in suburban school districts. One way to do so is by supporting the
district’s Equity and Achievement Plan. The district’s mission is to reduce and eliminate
achievement gaps between student groups by focusing on three equity domains: climate,
student engagement, and curriculum (“Equity Achievement Plan,” 2021.). Since my
project aims to recruit and retain more teachers of color, my rationale aligns with one of
the strategies within the Equity Plan, which is to improve the school climate by recruiting
and retaining staff of color. The plan has two specific action steps to help recruit and
retain staff of color that will be implemented through my research project: 1.) “research
and identify barriers to retention of staff of color and create retention plans, and 2.)
develop and implement effective staff affinity groups intending to support and retain staff
of color” (Anoka Hennepin Schools, 2021, p. 13). By using these two action steps, I
believe my project can focus on using resilience development and Community Cultural
Wealth in a TOCAIT mentorship program to support and retain TOCAITs. The project
benefits the larger school community and stakeholders such as students, teachers, and
buildings as its focus on Community Cultural Wealth shifts a focus on students from a
deficit lens to an additive lens.
Anoka-Hennepin Teacher of Color Coalition. I am a committed member of the
Anoka-Hennepin Teacher of Color Coalition (AHTOCC). The coalition consists of
teachers of color in the suburban school district. These teachers work together to
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advocate, mentor, and partner with the community to support sustainability and retention
(“AHTOCC”, n.d.). My project provides professional development focused on resiliency
and Community Cultural Wealth. The project uses a transformative participatory action
approach. First, educators of color will be given opportunities to engage in resilience
professional development through the mentorship and mentee program. Second, through
this resilience process, AHTOCC members identify and develop their Community
Cultural Wealth further.
Theoretical Framework
In my project, I use a combination of Critical Race Theory (CRT), Community
Cultural Wealth Theory (CCWT), and Resilience Theory (RT) in my theoretical
framework. The first purpose of this theoretical framework is to form a backdrop Chapter
One and Chapter two. Critical Race Theory in education will help me analyze the
dominant ideologies and practices in suburban schools as they respond to demographic
shifts. In addition, CRT will help me analyze the experiences of TOCAITs in suburban
schools.
Secondly, Resilience Theory helps to explain the resilience process and contexts
of TOCAITs. Framing retention within a frame of RT helps us understand the processes
of resiliency that TOCAITs have undergone and are continuing to undergo. Resilience as
context helps us understand the challenges in the suburban school environment that affect
TOCAIT retention. While resilience alone does not solve the systemic issues that are at
large, it is an important indicator of retention. Lastly, the Community Cultural Wealth
Theory (CCWT) will identify ways TOCAITs use their cultural knowledge, skills, and
abilities to navigate through challenges in the workplace so that they can sustain their
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work. CCWT is used as a strategy to retain TOCAITs and to provide a diverse workforce
to meet the demographic shifts in suburban school districts. This theory will be fully
utilized in the capstone project that is described in Chapter Three. Together with RT,
CCWT provides ideas for how to resist and transform the school environment. Each one
of these theories will be described in detail and connected to key themes in the literature
review.
Conclusion
In this chapter, I introduced my capstone question: How can a Community
Cultural Wealth (CCW) Model be used to develop the resilience, resistance, and retention
of Teachers of Color and American Indian Teachers (TOCAITs) in suburban school
districts? I shared my personal and professional journey as a person of color to describe
my resilience process and Community Cultural Wealth. By focusing on my experiences
within the suburban school context, I was able to highlight the inequitable conditions that
persist and prevent the inclusion and achievement of diverse students. The experiences
explained my personal and professional interest in social justice and equity in suburban
schools. Most importantly, they advocated for better strategies to retain TOCAITs in a
challenging school context. Then, I shared my commitment to increase TOCAITs in
Minnesota and in suburban school districts and explained how Critical Race Theory,
Resilience theory, and Community Cultural Wealth form the theoretical framework that
guides the capstone.
In Chapter Two, I provide a literature review. It focuses on two connecting issues:
dominant ideologies in suburban schools that affect the equity and inclusion of students,
and the challenges, resilience, and Community Cultural Wealth of TOCAITs in suburban
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schools. In Chapter Three, I describe my capstone project. A sequence of professional
developments through a TOCAIT mentorship program will be explained in detail. In
Chapter Four, I will share my final reflections, the implications of my work, and
recommendations for the future.
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CHAPTER TWO
Literature Review
The purpose of this literature review is to understand how suburban schools have
responded to demographic shifts and identify common challenges Teachers of Color and
American Indian Teachers (TOCAITs) have in these contexts. This literature review aims
to reveal challenges within the suburban school context for students of color and
TOCAIT. This analysis can offer solutions that help shape policies and programming for
the retention of TOCAITs in suburban schools. The capstone question posed is: How can
a Community Cultural Wealth (CCW) Model be used to develop the resilience, resistance,
and retention of Teachers of Color and American Indian Teachers (TOCAITs) in
suburban school districts?
In this chapter, a review of literature related to the problem of racial equity and
retention is given. These problems are framed within a critical race theoretical (CRT)
framework. First, a review of how suburban schools are responding to demographic
change presents the current state-of-affairs. Then the experiences of TOCAITs in
suburban schools seen through a CRT lens highlights issues of “race, place and
opportunity” in suburban schools (Diamond et al., 2021, p. 249). The findings from the
literature review work as a conceptual backdrop. This backdrop can be used to inspire
more responsively designed TOCAIT programs focused on providing context-specific
resources and support for retaining TOCAITs in suburban schools.
CRT and resilience theory are used to examine how TOCAITs practice resilience
and sustainability in suburban schools. These two theories frame the problems
surrounding retention in suburban school contexts. Resilience is an important marker of
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retention, but a specific focus on the resilience process looks at the enduring experiences
and sustainability efforts of TOCAITs to better understand their “race, place, and
opportunity” in suburban schools (Diamond et al., 2021, p. 249). Then the benefits of
Community Cultural Wealth will be synthesized as a possible strategy to sustain
TOCAITs in suburban schools. Finally, the connection between resilience and
Community Cultural Wealth and how they provide us with a strategic response to the
challenges in suburban schools is discussed.
Linking Problems in Suburban Schools
To understand new ways to retain and recruit Teachers of Color and American
Indian Teachers (TOCAITs) to suburban schools, the examination of two topic problems
can help. First, how suburban school districts respond to demographic shifts and how
race-neutral or colorblind positions carry on racial and systematic injustice. Second, how
the challenges TOCAITs have in suburban schools are exacerbated by these contextual
conditions. Linking these two problems provides a critical understanding of how the
existing white dominant school culture affects the belonging and sustainability of
TOCAITs in education. This is necessary in order to change the normative culture of
suburban schools and to provide more district appeal to TOCAITs.
Critical Race Theory in Education
Critical race theory (CRT) in education provides a theoretical framework for
analyzing the dominant ideologies and practices in suburban schools. Hughes et al.,
(2013) explained critical race theory (CRT) was founded in the 1970s by Derrick Bell,
Richard Delgado, Charles Lawrence, Mari Matsuda, and Patricia Williams who were
committed to the struggle against the racism that they found “institutionalized in and by
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[the] law” (p. 443). Since then, CRT has grown from its legal origins and has been
applied across many fields, most notably in education. Patton (2016) explained this is
largely due to Ladson-Billings and Tate's argument for more critical theories to “raise
questions, engage in conscientious dialogue, and produce research in which CRT would
serve as a tool and framework to unsettle racelessness in education” (p. 316). As schools
continue to diversify in all school contexts, a universal approach in education does not
attend to the racial inequities that persist from society to institutions. Critical race
theorists argue that racial inequality permeates every aspect of social life, our system of
beliefs, and ideologies; therefore race must be central in our analysis of educational
equity (Zamudio et al., 2011).
This framework has a social justice agenda that aims to transform the systems and
practices in place. To use this theoretical lens is not to criticize the problems found in
suburban schools. Instead, this lens is beneficial for forefronting issues that require
greater attention and change in order to truly meet the district and school vision for
inclusion and equity. A race-conscious approach breaks down the usual dominant
approach to analyzing the experiences, opportunities and achievement of diverse students
(Chapman, 2013). According to Zamudio et al. (2011), CRT offers a race-conscious
approach that:
Foregrounds race as the central construct for analyzing inequality, and it offers
educators and students alike with an alternative perspective in identifying more
effective solutions to the challenges students of color face in schools. (p. 2)
Central in CRT are interdisciplinary interpretations of race and racism, voice,
intersectionality, and praxis (Zamudio et al., 2011). In this literature review, the following
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CTR elements are used to analyze the literature: dominant ideologies, intersectionality,
and counternarratives. By using a CRT lens, it provides a deeper and wider understanding
of schools, students, and TOCAITs. This paves the way towards transforming suburban
school districts and the experiences of TOCAITs.
Dominant Ideologies. Eagleton (1991, as cited in Earick, 2009) defined ideology
as a set “of beliefs that impact our daily lives by possessing the power to control
nondominant people” (p. 76). CRT examines the dominant ideologies existing in
educational practices, policies, and institutions. Most notably, white dominant ideologies
that empowers and privileges whites and disempowers marginalized groups. An analysis
of colorblindness can help people to comprehend how power and privilege is supported
and reproduced in suburban educational spaces. Lopez (2001, as cited in Earick, 2009)
said CRT “abandons the neutral concept of a color-blind society in favor of a critical
perspective that recognizes the normality and thus invisibility in our daily lives” (p. 78).
Thus, CRT helps to examine important themes in literature on the responses of suburban
schools to diversifying student populations and the experiences of TOCAITs by
highlighting and challenging harmful and normative ideas, practices, and systems.
Intersectionality. One approach to analyze the experiences of TOCAITs is to
address their experiences beyond a group-level discourse. While there may be common
themes in TOCAITs experiences and challenges in suburban schools, there are intergroup
and individual differences. Thus, intersectionality is an important concept in CRT as it
recognizes how class, race, gender, and sexual orientation interact to describe different
experiences of oppression. A benefit of examining the interplay of these categories as
Delgado and Stefancic (2017) explained, could solve the oversimplification and
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overgeneralization of the challenges subgroups experience, and thus gives power, voice,
and representation to intersectional individuals and subgroups (pp. 62-63). This CRT tool
can be used to understand the complex and unique experiences, challenges, and needs of
students of color, and TOCAITs in suburban schools.
Counternarratives. Storytelling is a significant method of research done on the
experiences of TOCAITs. In the literature, TOCAIT interviewees share their stories to
reveal and counter oppressive forces. Zamudio et al. (2011) explained that the voices and
perspectives of oppressed minorities are used as a CRT tool to make visible, describe and
challenge the practices, policies and structures that create and reinforce racial inequality
by the dominant group. The counternarratives in this literature review mainly focus on
TOCAITs working in suburban school districts. These counternarratives are connected to
sub-categories in CRT such as Latino Critical Race Theory (Lacrit), Tribal Critical Race
Theory (Tribalcrit), Asian Critical Race Theory (Asiancrit), and many other
sub-categories specific to group identification (Delgado & Stefancic, 2017). These CRT
lenses inform about the different historical backgrounds and experiences of TOCAITs
and contribute to understanding marginalized groups and individuals.
Suburban Schools
Diamond et al. (2021) supports this literature review by pointing out “racial
inequality is built into the bedrock of suburbia, and thus understanding suburban
schooling necessitates understanding how race and place intersect” (p. 250). This
literature review continues the analysis of race in suburban schools by examining their
response to demographic change.
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Great demographic shifts have prompted many school districts and leaders to
respond to the increasingly diverse needs of their students (Ayscue, 2016; Diamond et al.,
2020, 2021; Diem, 2014; Holme et al., 2014; Welton, 2015). With these demographic
shifts, many scholars (Frey, 2015; Hardwick, 2008; Lacy, 2016; and Li, 2009 as cited in
Diamond et al., 2021) have reframed the suburbs and demanded that a necessary place of
research and scholarship should be placed on the suburban context due to these
significant facts:
Most Black, Latinx, Asian, and Indigenous people in U.S. metropolitan areas live
in suburbs, and the white share of the suburban population has declined
substantially over the past 3 decades; over half of the low-income people in the
U.S. live in the suburbs, challenging widely held beliefs about suburban
affluence; and recent cohorts of U.S. immigrants are bypassing central cities and
moving directly into suburban enclaves in contrast to previous patterns. (p. 249)
Yet the educational community recognizes the limited attention and research focused on
suburban districts, its minority groups of students and TOCAITs (Ayscue, 2016; Diamond
et al., 2020, 2021). Diamond et al. (2020) shared, “between 2000 and 2018, the top five
American Educational Research Association journals published 164 articles focused
explicitly on urban schools compared to only 24 on suburban schools, and only 17 on
rural schools” (p. 7). They contend:
The changing nature of suburban schools and communities, and the histories of
their creation as educational spaces make them advantageous locations for
education research to study many pressing issues and expand the ways we
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understand the intersection of race, place and inequality. (Diamond et al., 2019, p.
249)
This leads to one contextual aspect of the capstone question: how are suburban school
districts responding to their increasingly diverse demographics? A literature review on
their response can highlight central problems in context that need to be further addressed.
Much of the research findings methods used were interviews with suburban districts’
school staff. The data collected from various research studies found that suburban schools
mainly focused on implementing technical responses to demographic changes. This drew
scholar’s attention to the schools’ failure to address normative and political dynamics that
support and reproduce racial inequity. These scholars agree that effective leadership
requires race-oriented, equity-trained leaders who take culturally responsive approaches.
They also recognize how an insufficient supply of teachers of color impacts the viability
of improving school climate and equity work. Below, the literature review focuses on the
first topic problem: suburban schools’ response to racial diversity. These reviews offer
examples of suburban schools’ active responses, and bring attention to areas in need of
greater attention.
Responses to Demographic Shifts. The first research was a large project focused
on interviews with district and school staff to analyze suburban districts’
conceptualization and active response to racial and economic change from seven
metropolitan areas: Atlanta, Boston, Chicago, Los Angeles, Minneapolis, San Antonio
and Florida (Frankenberg & Orfield, 2012, as cited in Ayscue, 2016). Ayscue (2016)
distinguished these suburban schools in the study as diverse suburban schools that were
actively responding to racial diversity. They found that the schools initiated some
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promising practices, while other practices were potentially harmful. Promising responses
to racial change in suburban schools included facilitating diverse student groupings,
modifying curriculum and instruction, developing inclusive school climate and
implementing diversity efforts with teachers and staff (Ayscue, 2016). These practices
created new opportunities for diverse students to build a community with same-race
peers, for school leaders to acknowledge and respond to conditions that impede the
achievement of groups of students, to reform curriculum to reflect more diversity, to
increase professional development on English Language Learner (ELL) education, issues
of poverty and race, and to create positive climates through the use of new classroom
management programs, and the recruitment of more staff of color (Ayscue, 2016).
While promising changes were identified, potentially harmful responses to
demographic change were also identified. Responses that were counterproductive to
creating inclusive and enriching academic learning environments included practices that
isolated ELLs, a narrowed focus on curriculum to support test preparation instead of
developing culturally responsive and enriching curriculum, and the adoption of punitive
and exclusionary approaches (Ayscue, 2016). They noted that some suburban schools did
not recognize the need to respond, failed to respond in a purposeful way, or only had
symbolic responses to racial change. In addition, the schools had white teachers who
lacked racial literacy and resisted race-focused professional development (Diamond,
2020). Ayscue (2016) concluded schools led by strong leaders who were people of color,
or leaders who were comfortable discussing race had more comprehensive and promising
responses.

55
Holme et al. (2014) analyzed a suburban school district’s response to
demographic change and found a heavy focus on technical fixes with insufficient
attendant changes to district norms and politics. For example, there was a technical
change in professional development to address the large group of students with
low-income backgrounds by using Ruby Payne’s Framework for Understanding Poverty.
However, Holme et al. (2014) argued that Payne’s work actually reinforced deficit views
of low-income students and students of color. Other scholars (Bomer et al., 2008, as cited
in Holme et al., 2014) added to this critique and said that the book on poverty limited
students to their low-economic status and saw them as projects to be fixed. The
interviewees in this study shared their rationale for focusing on technical responses to
racial diversity by explaining that a strong focus on instruction and intervention were
sufficient since they were not “convinced that the [achievement gap was] an issue of race,
and they really believe that good teaching will be enough” (Holme et al., 2014, p. 53).
These schools also recognized that they failed to address racial issues because there was
little racial diversity in the district, or there was a lack of comfort in dealing with race.
Holme et al. (2014) argued for schools to focus on equity change and to build more
equitable learning environments for all students; schools must address and change
normative aspects of schooling by challenging the deficit views on nondominant groups
and taking risks to confront politically charged issues.
Diem et al. (2014) used a critical discourse analysis to examine race and
demographic change of three suburban school districts: Los Angeles, Minneapolis, and
San Antonio. They looked at the policy context in each school district to inform how each
district was responding to demographic changes. Southern Independent School District
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had a strong accountability system and saw race vis-a-vis state and federal accountability
goals, treating racial differences in terms of poverty or learning styles, and did not
recognize that students’ experiences were affected by deeper systemic issues like racial
inequality (Diem et al., 2014). The Lake District was influenced by the state and local
heavy emphasis on diversity thus recognizing race and inequity beyond a poverty issue.
In addition, there was a strong effort to increase staff of color. The Azalea School District
had strong state policies that were designed to prevent the district’s focus on race. This
was a hostile policy environment with a strong accountability focus and a colorblind
understanding of racial differences. The schools in this district minimized race and used
poverty to explain achievement gaps. To conclude, Diem et al.’s (2014) focus on policy
contexts helped scholars understand how districts responded to demographic shifts and
the “misalignment between [the] districts’ color blind policy contexts and the needs of
the emerging diverse student population led to problematic deficit views ,and racist
discourses, and practices” (p. 758).
In another study, Welton et al. (2015) conducted case studies of three suburban
schools undergoing rapid demographic shifts by focusing on race and equity. These
schools responded to its growing diverse population, but the “response was colorblind in
design” (p. 715). The schools responded with a heavy focus on instructional practices,
interventions and programs driven by the state accountability system to maintain its
ranking in face of demographic change instead of using culturally responsive approaches.
For example, the district hosted a series of data coaching sessions to support leaders in
instructional design. This allowed schools to proceed with color-muted state
accountability codes for students such as at-risk, Title I, subpop, TEK, benchmark or RTI
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tier when discussing achievement gaps (Welton et al., 2015). The scholars (2015)
asserted these educators acted “under the guise of new racism muting race in student
achievement concerns by replacing race with technical accountability languages,” which
further diminishes the significance of race issues in the district (p. 717). While these
instructional and technical approaches were important, Welton et al. (2015) pointed out
that these responses “did not require the district to question how its institutionalized
norms and values impact students’ of color opportunities to learn'' (p. 715). According to
them (2015), the district opted for a colorblind and race-neutral approach that further
exacerbated racial disparities in achievement when they did not address “relations of
power” and larger sociopolitical forces (p. 716). They recommend using race-conscious
reforms and culturally responsive practices to really address the present state of racial
discrimination that is more structural in nature.
Themes Found in Schools’ Responses. From these limited studies on suburban
schools and the responses to shifting diverse demographics, their main findings have
been synthesized into three themes. First, there were technical responses to demographic
change, but a lack of normative and political response. Second, there were consistently
colorblind and race-neutral responses that maintained and reproduced inequities. Third,
the research recognized that there was a lack of leaders comfortable with discussing race,
and interviewees recognized the lack of diverse teachers. These themes have
implications, thus scholars recommend ways to improve the response to demographic
shifts by focusing on racial equity and social justice in suburban schools and districts.
Technical Responses. Many suburban schools were under great pressures to meet
district accountability goals, thus they focused on making technical changes to the
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increasing demographic shifts (Holme et al., 2014). This focus often labeled students in
language terms focused on students’ academic ability and income level. The result of this
created deficit understandings of diverse student learning abilities, capabilities, and needs
(Holme et al., 2014). These technical responses also saw great teaching as the solution to
improving the achievement gap. Teachers practiced a one-size fits all approach to
teaching students, assuming that would support the achievement of all students. This
reasoning comes from the belief that all students are equal and start on the same playing
field, so factors of race or other categories are not seriously considered in student
achievement. Therefore, many schools used a race-neutral approach to analyze the
academic performance of students (Diem et al., 2014, Holme et al., 2014, Welton et al.,
2015). Further considerations of why specific groups are performing lower than other
groups, how different learning opportunities affect their achievement, and how student
backgrounds and experiences influence social and academic behavior come secondary, or
they go unquestioned in data analysis. Instead, schools’ remedy for low performance is
the regrouping of students by skill level by placing them in new academic interventions
to solve any academic disparities. Khalifa et al. (2013, as cited in Diem et al., 2014)
explained how this approach is harmful by saying “when school leaders deflect issues of
race, focus exclusively on neoliberal, data-driven reforms, then reproduce racialized
disparities in school, they are in fact perpetuating racism” (p. 735).
Many scholars believed that districts and school leadership should take a
race-conscious approach and build cultural and racial competency (Holme et al., 2014,
Welton et al., 2015). The more that suburban schools address normative and political
issues around race, then the more comprehensive racial equity focus change can occur.
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Colorblindness. Zamudio et al. (2011) identified colorblindness, where society
sees no race or race does not exist, to be one of the biggest problems they confront when
addressing inequities in education. Literature on suburban schools’ response to the
changing terrain of the suburbs examined race, gender, economics, class, and place in
suburban schools and largely found school practices and policies reaffirmed the dominant
white culture through their colorblind and race-neutral positions on inclusion and equity.
Welton et al. (2015) said the “race-conscious but race-neutral manner in which [schools]
opted to respond to its growing student diversity align with the color blind ideology that
is pervasive in our nation’s policy discourse” (p. 717). Superficial responses to racial
change — such as celebrating diversity through cultural festivals and events — do not
really challenge teachers’ deficit thinking and practices or directly talk about race in
equity (Cooper, 2009, as cited in Holme et al., 2014).
Evens (2007a, 2007b) examined how three suburban high schools responded to
the increase of Black students and found that these schools adopted colorblind ideologies
or perceived difference from a deficit lens (as cited in Holmes et al., 2014). In these
schools, they (2007b) concluded that
through deficit thinking, resistance, colorblindness claims,
personal/professional/organizational ideological contradictions and sometimes
overt racist intent, school leaders’ and other school members’ implicit meanings
about race legitimated the existing social structure and status quo...which
ultimately marginalized the academic, social and political interests of African
American students. (p. 183)
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Collectively, the scholars in this literature review argue that the response of
suburban schools have failed to challenge the reality of racism, white privilege, white
superiority, and racial inequity in schools. A standard response for all students maintains
the status quo of the dominant group instead. Diamond et al. (2020) said “even as the
racial composition of residents and students change, whiteness and white supremacy are
deeply embedded inside schools as organizations (Diamond, 2018; Lewis-McCoy, 2014;
Ray, 2019), and in the communities that surround them (Posey-Maddox, 2017), making
them continue to function as white spaces (Moore, 2008)” (p. 9). Thus, a deeper analysis
of the structures of power in suburban schools is one consideration in equity-focused
change. Chapman (2013) argued that schools should not disregard race simply by
viewing students as separate from the social, economic, and cultural factors that shape
their past and present experiences. Instead Chapman (2013) suggested that schools should
consider how race intersects with those factors and how school policies and practices
reproduce white supremacy and support inequitable systems.
Race Talks and Teachers of Color. The interviews with schools and district
leaders found that consistently across the board, there was uncomfortability with
conversations centered on race. Some leadership also shared they did not know how to
lead equity-focused professional developments. While suburban schools are diversifying,
leaders and teachers are overwhelmingly white. Due to this problem, districts made active
efforts to increase staff diversity, but they were seldom successful. One district
coordinator for equity shared some reasons for a lack of staff diversity:
Some of it is that teachers don’t feel welcome working in this district. And I
won’t say all, but some teachers of color, because you just don’t have a critical
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mass. ...There’s no identification with that collective identity that, yes, we are
teachers of color in this district and we’re making a difference and here’s how.
And so again, people feel very isolated. ...We need staff who are indigenous to our
communities. We need to see Latinos. We need to see African Americans,
Africans, because that’s the community. And the schools don’t even reflect that.
… Not that diversity will solve the problems, but it helps to change the culture of
the schools. (Diem et al., 2016, p. 752)
The district coordinator recognized challenges with recruiting TOCAITs as the
school district did not make concerted efforts to showcase their TOCAITs and
accomplishments. This did not allow prospective TOCAITs to consider the school district
as a place with opportunities and affinity support. They argued that the district needed to
have racially matching teachers that could support students of color from their own
personal and cultural wealth. Ayscue (2016) added more reasons for why there is a lack
of teachers of color in suburban schools compared to urban schools:
The preference of some teachers of color to work with particular student
populations; the district’s failure to provide a welcoming environment for teachers
of color, fluctuating district budgets that result in laying off recently hired
teachers of color, and competition among districts for a small pool of qualified
applicants of color. (DeBray and Grooms, 2012; Gumus-Dawes et al., 2012, as
cited in Ayscue, 2016, p. 338)
Again, a district’s welcoming environment is a factor for district consideration by
TOCAITs. Diem et al. (2016) explained that a lack of staff diversity hurts diversifying
efforts as a lack of these staff can hinder cross-racial dialog and learning among teachers.
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Ayscue (2016) argued that what is needed to support racially and ethnically diverse
schools and school climate is a diverse teaching staff as they reinforce intergroup
interactions and ongoing professional development. If district goals are to work toward
equity and talking about race as one of its strategies, then staff with diverse backgrounds
can contribute, deepen and support dialogue around race. These are critical and valuable
cross-cultural exercises that not only support staff, but can change teachers’ beliefs and
practices with students from different backgrounds. When school districts support the
diversification of the teaching force, then students also benefit. For example, there are
decreases in behavioral problems, lower dropout rates, less frequent absences, higher
academic achievement, role modeling, and the building of cultural links between home
and school because of these teacher’s own life experiences (Graham, 1987; Irvine, 1988;
Villegas & Lucas, 2005, as cited in Ayscue, 2016). They (2016) concluded by arguing
that suburban schools need to place greater commitment to increasing staff diversity by
finding more effective ways to recruit and retain teachers of color.
Implications and Recommendations. The scholars from these studies point out
the limitations to the scarce research focused on suburban schools. Many responses to
demographic change focused on technical solutions and shied away from normative and
political changes. Scholars agreed that colorblind and race policies risked reproducing
racism and systematic oppression (Diem, 2014; Welton, 2015). Kahlafi et al. (2013) said,
“to deflect issues of race and focus only on neoliberal, data-driven reform reproduces
racialized disparities, and perpetuates racism in schools (as cited in Diem et al., 2014, p.
?). In addition, Okun (2010) believed this allows for deficit-oriented institutionalized
norms and values to go unquestioned (as cited in Welton, 2015, p. 24). However, Diem et

63
al. (2014) said “larger cultural norms, rules, values, power relations and cultural forces
promote either stability or change” and these things work together to make boundaries or
limitations, confining districts’ decision-making, policies, and beliefs in a zone of
mediation where it is very difficult to change normative and political aspects of schooling
(p. 39). This highlights a challenge to changing school norms as they are shaped and
institutionalized by social forces at large. While suburban schools recognized the benefits
of normative and political changes to transform equity, they focused on technical changes
that were within their zone of mediation.
There are many recommendations for improving equity within suburban schools.
Ayscue (2016) believed schools' response should also plan to focus on race and diversity
to create more inclusive and successful learning environments for the success of students
of color and their communities. Scholars recommended adopting curricula and
instructional strategies that “address the challenges and that accompany diverse learning
environments and take advantage of the opportunities that they present” (Gay, 2010;
Ladson-Billings, 1995; Moll et al., 1992, as cited in Ayscue, 2016, p. 328). A focus on
building inclusive school communities could complement and strengthen the technical
changes schools are already starting. Holmes et al. (2014) further explained that if
schools address and change the normative aspects of schools, they can confront the
ideologies and structures in place that are deficit-oriented and based on white privilege.
As student demographics change, education remains dominated by white teachers
creating a racial mismatch between students and teachers that have real implications for
students of color because of teachers’ deficit lens, lower expectations, and the messaging
about race, intelligence and power they reproduce (Diamond, 2020). A diverse teaching
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staff and ongoing professional development can support racially and ethnically diverse
schools (Hawley, 2007, as cited in Ayscue, 2016). Professional development can support
leadership and teachers’ competency to work with diverse students and help them
understand how students’ intersectional identities show up in the classroom behaviorally
and academically (Banks et al., 2001, as cited in Ayscue, 2016). Ayscue (2016) believed
effective school leadership helps to defy colorblind ideology and color-mute practices
when they develop inclusive and enriching academic practices (2016). Both Ayscue
(2016) and Holme et al. (2014) recognized the significant role school districts and leaders
play in shaping and directing inclusiveness and equity in racially-diverse schools. Holme
et al. (2014) suggested that districts should require culturally responsive leadership who
adopt an “additive approach to understand the home cultural capital that students possess
such as a funds of knowledge approach” (p. 61).
Suburban School Contexts. There is limited research on suburban schools
compared to urban studies. It is beneficial to investigate different context-specific
opportunities and challenges to be more inclusive and create equitable spaces for all
members of the school community. The first part of the literature review analyzed how
suburban schools responded to demographic shifts. The findings propose a greater focus
on race at the center of the discussion of achievement, inclusion, and equity. Suburban
districts and local schools differed in how much importance they placed in racial equity
work. All scholars agreed that more efforts could be made to understand how race and
other factors impact student learning and outcomes. In addition, they found that
normative practices were largely defined and dominated by white culture and power
structures that supported and reproduced racial disparities in education. These
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context-specific findings provide us with a context to further understand the opportunities
and challenges for TOCAITs in suburban school districts.
Resilience theory helps explain the counter-narratives shared by TOCAITs in
suburban schools. This theory can be used to explain two key concepts in resilience
theory: resilience as process and resilience in context. Resilience works within the CRT
framework to acknowledge the efforts made by TOCAITs to sustain and thrive in schools
operated by witness and systems of oppression. In addition, the skills and strategies used
through their resilience process are examples of Community Cultural Wealth.
Resilience Theory
Resilience is a complementary theory to Critical Race Theory (CRT), since it can
help to analyze the adversities that TOCAITs face in teaching, their process in developing
resistance, and how they practice sustainability in the workplace. However, it is important
to review the many ways resilience is used in research since it has been applied to many
different fields of inquiry and can be easily confused. First, an overview of resilience
definitions, concepts, and theories help to properly isolate the resilience process as a key
concept in this capstone’s theoretical framework. Next, the benefit of viewing resilience
within context captures how the environment, such as one composed of social and racial
inequalities influences resilience. Resilience as a process and resilience in context
provide context in understanding the experiences of TOCAITs in suburban schools, their
challenges and opportunities.
Definitions. In the 1970s and 1980s, the term resilience was first and most
commonly adapted and used by ecological and psychological communities to explain
different phenomena such as how groups or ecosystems responded to or recovered from
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adversities and hazardous events (“Definitions of Community Resilience: An Analysis”,
2013). The Community and Regional Resilience Institute’s report, Definitions of
Community Resilience: An Analysis (2013) inventoried and categorized how resilience
was used by different researchers and it found two main themes to help explain how
resilience is defined: “Being vs Becoming” (p. 3). An example of how resilience is
defined as being is in the domain of ecological systems where individuals, groups, or
organizations have the ability to bounce back in face of some sort of surprise
(Community and Regional Resilience Institute, 2013, p. 4). This definition recognizes
resilience as more of an attribute. Jeanne and Block (1980) conceived resilience as
personal characteristics of individuals that reflect resourcefulness and the ability to
respond to different environmental circumstances (as cited in Luthar et al., 2000, p. 546).
A recognition of personal traits is beneficial to the study of resilience, but other scholars
argue that it does not explain resilience alone. Instead, they argue for a larger focus on
resilience as a process.
Resilience as a Process. Masten (1990) defined resilience as “the process of,
capacity for, or outcome of successful adaptation despite challenging or threatening
circumstances” (Masten, 1990, as cited in Fletcher & Sarka, 2013, p. 8). This definition is
an example of resilience as becoming and it focuses on an individual or group’s process.
Masten (as cited in Luthar et al., 2000) believed a singular focus on resilience as traits
misinforms and does not “illuminate processes underlying resilience or to guide the
design of appropriate interventions” (p. 546). For the purpose of analyzing the
context-specific challenges of suburban schools and the experiences and sustainability of
TOCAITs, this latter definition of resilience is used in the theoretical framework of this
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capstone. The concept of resilience as a process allows us to analyze TOCAITs processes
of resilience, as resilience is a journey of ongoing coping practices in face of the same
oppressive structures and adversities, challenging the systemic conditions that threaten
their retention in the workplace.
Resilience as a process encompasses many important ideas to understand. First,
scholars explain that the concept of process helps to describe individuals’ protective and
promotive factors and how they change by context and time (David, 2013). This means
that depending on the situation or time, resilience could ebb and flow. Resilience is not
innately continuous or steady.
Second, supporters of resilience as a process argue that resilience is not a static
state of existence (Mahoney & Bergman, 2002; Ungar, 2008; Waller, 2001, as cited in
David & Sarkar, 2013). Resilience is a capacity that could develop over time. Athletes are
a good example of this concept as they use a range of coping strategies gradually over
time to support their emotional and mental stress in sports (Galli & Vealey, 2008, as cited
in David, 2013). The capacity to develop resilience over time can be applied to teachers
as well since we know that teachers working in difficult work conditions experience
stress, and how they deal with it determines their ability to continue working in their
schools and in their profession.
Third, scholars believe resilience happens as an interaction between people and
their environments through a dynamic process that is transactional in nature. Fletcher and
Arnold (2017) argued that stress originating from complex social and organizational
environments “has a greater potential to impact the well-being and performance of
individuals” (p. 83). An example of this is their meta-model of stress, emotion and
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performance which explains how stressors originate from the environment, in which
individuals operate in, which are then mediated by a process of appraisal and coping, and
consequently explains how individuals respond in different ways (Fletcher & Arnold,
2017, p. 87).
Figure 2
A Simplified Meta-Model of Stress, Emotion and Performance

Note. Figure one shows the ongoing process between personal and situational
characteristics that explains the wellbeing of individuals and their outcome. The chart
shows the flow of that process of mediation and thus, provides a comprehensive
understanding of a person’s process, capacity and outcome. Source: From Fletcher and
Arnold, 2017, p. 87.
Resilience as Context. More can be learned about resilience through the concept
of environmental and individual interaction. While scholars place individuals at the
center of resilience, other scholars recognize the central role the environment plays in
resilience. Ungar (2013) argued that resilience is an ecological construct because
resilience depends on an environment’s capacity to support individuals with necessary
resources. This concept of resilience examines the opportunity structure and those who

69
control and allocate resources to individuals, thereby being responsible for constraining
or liberating people’s capacity to adapt (Ungar, 2013). This context-specific
conceptualization of resiliency frames our analysis of suburban schools, their response to
demographic shifts, and their capacity to provide resources to support TOCAITs against
the challenges they face against stressful social conditions.
Teacher of Color Resilience. Resilience is an important indicator of retention.
Framing retention within a frame of resilience theory and critical race theory provides us
with two opportunities. First, resilience as a process helps us understand the processes of
adversity that TOCAITs experience. Second, resilience as context helps us understand the
challenges in the suburban school environment that affect TOCAITs' retention.
Community Cultural Wealth
Understanding resilience as a process allows for us to analyze how TOCAITs
sustain themselves in challenging workplaces. A specific focus on Community Cultural
Wealth (CCW) explains how TOCAITs use their own cultural wealth to sustain their
work. Yosso (2005) argued that marginalized communities of color possess cultural
capital that traditional cultural capital theorists such as Pierre Bourdieu did not recognize
or value. According to Yosso (2005), Bourdieu’s (1977) cultural capital theory placed
“value on a very narrow range of assets and characteristics…narrowly defined by white,
middle-class values, …and one’s accumulated assets and resources” (p. 77). Instead,
Yosso (2005) believed in using a Critical Race Theory lens to see how communities of
color “nurtured cultural wealth through at least six forms of capital such as aspirational,
navigational, social, linguistic, familial, and resistant capital” (p. 77). Within a CRT
framework, examining the experiences of TOCAITs in suburban schools, the challenges
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and use of Community Cultural Wealth can help to recognize, sustain, resist, and
transform the roles of TOCAITs and their school communities. Figure 3 provides
definitions of each type of cultural capital within Yosso’s (2005) CCW Model.
Figure 3
Definitions of Cultural Capital

Teachers of Color and American Indian Teachers (TOCAITs)
There are many terms used to name teachers based on race and ethnicity. Ingersoll
et al. (2017) preferred to use the term minority teachers as teachers who identified
themselves on the Census Bureau by their race and ethnicity: “Black/African American;
native Hawaiian/Pacific/Islander or Asian; Native American/Indian/Alaska Native;
Hispanic/Latino; and those of multiple races” (p. 1). While the modified term of color is
added to teachers, teachers of color is the common term used by educators, experts, and
researchers. However, the addition of indigenous teachers is important. To specify the
indigenous group in our nation, American Indian teachers are added to our common
term. To be inclusive of all the different non-white classifications of these teachers, the
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term Teachers of Color and American Indian Teachers (TOCAITs) is used throughout this
paper. It is important to note that further subgroup classifications can be made such as
Black teachers, Asian teachers, and so on. Specific terminology is important in capturing
the collective as well as group, subgroup, and individual narratives of TOCAITs. While
some teachers choose not to report their race and ethnicity or may not self-identify in
such terms. It is important to be mindful of these considerations when discussing the
experiences of people so as to not further marginalize them.
The capstone question is: How can a Community Cultural Wealth (CCW) Model
be used to develop the resilience, resistance, and retention of Teachers of Color and
American Indian Teachers (TOCAITs) in suburban school districts? The first part of the
literature review examined how suburban schools responded to demographic changes,
and it provided a backdrop for understanding the normative and political culture, and
racial consciousness of suburban schools. This second part of the literature review
examines the experiences of TOCAITs in the suburban school context. A brief
background discusses the current national crisis related to diversifying the teacher
workforce. Next, research shows why it is important to increase TOCAITs. The main
focus of this background focuses on retaining TOCAITs. Then, complementary theories
to the current critical race theory (CRT) framework are described to help us frame an
analysis of TOCAITs experiences.
There were three common themes found in the literature on TOCAITs in suburban
schools: TOCAITs believe they can be role models and advocates for students; TOCAITs
experience heightened social challenges in the suburban school workplace; TOCAITs
resist obstacles in teaching. These themes showcase the resilience processes and the use
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of Community Cultural Wealth by TOCAITs. In the context of suburban schools, a focus
on resilience and Community Cultural Wealth is necessary to understand the challenges
and opportunities for TOCAIT sustainability and retention.
Why TOCAITs. There have been many theoretical arguments for diversifying the
teacher workforce. Experts believe there are many benefits to increasing TOCAITs. First,
it is commonly known that there is a large disproportionality between white teachers and
TOCAITs. Eischens (2020) said Minnesota’s teacher workforce is predominantly white,
so almost half of Minnesota’s schools do not have teachers of color. Table 2 shows the
classification of Minnesota teachers by race and ethnicity.
Table 2
Number of Teachers by Race and Ethnicity
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Note. The table shows how many teachers of color there are broken down by race. From
Table 4 in Minnesota’s Professional Educator Licensing Board, 2021.
The Minnesota Professional Educator Licensing and Standards Board’s (PELSB)
2021 Biennial Report (2021) saw a total of 85,459 white teachers compared to 6,090
TOCAITs. In addition, research shows a large disproportionality between students of
color and indigenous students (SCIS) and TOCAITs. The Coalition to Increase Teachers
of Color and American Indian Teachers in Minnesota (TOCAITMN) (2021) said the large
gap is a problem as it exemplifies Minnesota students’ inequitable access to diverse
teachers. For example, the Minneapolis Public School District had a gap of 63 percent of
SCIS to 17 percent of TOCAITs, and the Anoka-Hennepin Public School District had a
gap of 36 percent of SCIS to 3 percent of TOCAITs (TOCAIMN, 2021). This data also
shows how urban school districts with larger diverse student populations had a higher
percentages of TOCAITs, while suburban school districts had significantly less
TOCAITs, despite the steady increase of racial demographics in suburban school districts.
Second, TOCAITs serve as role models. According to Carver-Thomas (2018),
racially and ethnically diverse teachers are “crucial to ensuring that all young people have
role models who reflect the nation’s diversity and to meet the needs of all students” (p. 1).
Not only are TOCAITs role models for students of color, but TOCAITs are also role
models for white students. Villegas and Irvine (2010) argued that the school not only
helps students construct academic knowledge, but it also helps them construct values,
therefore a school should reflect a pluralistic society and its values. These scholars
addressed how a pluralistic society can improve students’ understanding and appreciation
of people who are different. This requires opportunities to see, hear, and engage with
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people from different backgrounds. When these opportunities are not made available in
school, then a true appreciation and acceptance of diversity goes unrealized. According to
Mercer and Mercer (1986 as cited in Villegas and Irvine, 2010), the racial and ethnic
composition of teachers in schools have real consequences because they transmit
messages to students about race, power, and privilege. They argued that:
If students failed to see adults of color in professional roles in schools and instead
saw them over-represented in non-professional positions, they implicitly learned
that white people are better suited than people of color to hold positions of
authority in society. (p. 177)
They recognized how implicit bias can be influenced by the power structures that
exist in society and that are reproduced in schools. This problem also affects students’
racial identity development, such as how they negotiate their identity within a white
dominant space. Researchers found that TOCAITs in general benefited students of color,
in particular, and some researchers pointed to racial and ethnicity matching that allowed
for teachers and students with shared backgrounds to have affinity. Goldhaber et al.
(2019) said in disadvantaged settings, students can benefit from “seeing role models of
their race in a position of authority,” which exemplified success as it helped students
disassociate from forming a dominant white identity (para. 4). Role models in this
context allowed for students to gain confidence in their own racial identities.
Third, TOCAITs can potentially improve academic outcomes and experiences for
diverse students. Some researchers argued that TOCAITs hold higher expectations for
students of color, use more culturally responsive and culturally sustaining instructional
strategies, and are better able to interpret and support student behavior (Ferguson, 2003;
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McKown & Weinstein, 2002, as cited in Goldhaber et al., 2019). These practices support
all students but especially students of color since they are often perceived from a deficit
perspective in school communities. Villegas and Davis (2008) reviewed 11 studies on
how teachers of color influenced the academic outcome of students of color and found
many indicators of success such as less student absences, more student retention and high
school graduation rates, increased college going rates, more enrollment in accelerated
courses, and less disciplinary referrals (as cited in Villegas and Irvine, 2010, p. 179).
TOCAITs as well as any well trained teacher has the potential to help improve the
academic outcomes and experiences of diverse students, when they use culturally
responsive instructional strategies that support the whole student. This means that race,
economics, gener, culture, and other factors are also relevant.
Retention and Recruitment. Teacher recruitment and retention can help increase
TOCAITs, specifically in areas with few TOCAITs. According to Carver-Thomas (2018),
high turnover rates offset the success of recruiting TOCAITs and contribute to the unmet
demand for more TOCAITs. Therefore, they believe strategies to increase the diversity
workforce require addressing important factors that contribute to the reasons why
TOCAITs choose to move or leave teaching. Nguyen and Gold (2020) said TOCAITs
leave at a higher rate than white teachers because of placement, expectations, and hostile
working conditions. The U.S. Department of Education (2016) recognized that high
poverty schools and districts experiencing organizational struggles and a lack of
resources have higher turnover rates, which is unfortunate since a majority of TOCAITs
choose to teach in these schools with a focus on racial and social justice. The placement
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of TOCAITs is concentrated in urban school settings that have larger diverse populations
of students, but which also lack resources to support the retention of these teachers.
TOCAITs in Suburban Schools. More research is needed to understand the
challenges that affect the retention of TOCAITs specific to suburban schools. The second
part of the literature review focuses on narrative studies on suburban TOCAITs. An
analysis of the narrative studies highlights the long resilience processes that these
teachers possessed as they journeyed from K-12 students to professionals in education.
TOCAITs continue to overcome the inequities and racism reproduced in education. The
common challenges discussed in two key literature found on TOCAITs in suburban
schools consisted of stereotype oppression, questioning of credentials, role entrapment,
compromising identities, isolation and boundary heightening, racial tension, and
limitations to thrive (Beard, 2020; Wong, 2016).
Researchers have also found that expectations on TOCAITs reinforced stereotypes
or marginalized teachers as disciplinarians, counselors, and racial equity leaders that
countered their own professional roles and goals (Nguyen & Gold, 2020). While there are
common themes and goals that TOCAITs shared, examining subgroups and individual
differences and goals helped to support a deeper understanding of the challenges
TOCAITs faced in the workplace. Last, TOCAITs faced difficult or hostile working
conditions from white colleagues and administrators that made them feel undervalued
and judged. Altogether, these factors help to explain challenges in retaining TOCAITs.
Community Cultural Wealth. The challenges that TOCAITs face in suburban
school context also highlight the skills and knowledge that they hold and used to sustain
and thrive there. Wong’s (2016) research on the experiences of TOCAITs in a suburban
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school district found key ways TOCAITs used CCW. First, TOCAITs used their
aspirational capital to sustain and strengthen themselves in their profession in four ways:
by being a role model, to uphold their belief of the teaching profession, to envision how
education could make a difference, and to support the growth of students (Wong, 2016).
Second, Wong (2016) found that TOCAITs’ familial capital was informed by their
identities and shaped by a sense of belonging or isolation from their cultural
communities.
Third, TOCAITs experienced challenges with utilizing their linguistic capital due
to their different styles of communication and their linguistic knowledge, skills, and
values were often overlooked (Wong, 2016). Fourth, Wong (2016) shared examples of
how mentorship, group membership, and personal relationships supported TOCAITs’
social capital. This social capital is important in combating the isolation that many
TOCAITs often feel in the teaching profession.
Fifth, four themes were found by Wong (2016) that explained how TOCAITs
navigated the suburban school workplace. This includes how they navigate dominant
cultures, microaggressions, relationships, and how they gain respect. According to Wong
(2016), TOCAITs struggled with ways to navigate school systems rifled with racial
tension and microaggressions. Last, Wong (2016) explained how TOCAITs used resistant
capital to be agents against forms of oppression. This helped them thrive in the
workplace. It was important to have knowledge of the systems of power in the school
district, to build diverse representations in school curriculums, to utilize teachable
moments, and to express concerns to administrations (Wong, 2016). These research
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findings pinpoint ways in which CCW is utilized by TOCAITs to sustain, thrive, and
resist social and racial challenges in the suburban school district.
Rationale
The literature review showed how suburban schools are responding to
demographic shifts with colorblind policies, deficit thinking, and enforcement of
dominant culture. This poses challenges to the growing groups of linguistically and
culturally diverse learners who require recognition, inclusion, equity, and empowerment.
In addition, the dominant culture in suburban schools pose challenges to TOCAITs. The
literature review described those challenges, the resilience processes of TOCAITs and
how they are using tenets of CCW to support their sustainability.
The capstone project recognizes and considers these realities as the backdrop of
its work. Thus it uses Critical Race Theory, Community Cultural Wealth Theory, and
Resilience Theory to inform a professional development project that supports new
TOCAITs to the suburban school district. The capstone project will focus on a series of
professional developments that will be provided through a school district’s TOCAITs
mentorship program. The professional development will focus on developing resilience,
resistance, and change through a Community Cultural Wealth lens. Six professional
developments are planned to focus on each type of Community Cultural Wealth:
aspirational, familial, linguistic, social, navigational, and resistant capitals. Mentees will
get a chance to identify and develop their Community Cultural Wealth. Through this
process, they get to develop their resilience in context, while also considering ways to
transform the communities they teach in. Lastly, they will get opportunities to reflect
further on the applicability of the CCW model with other stakeholders such as students,
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teachers, administrators, and families. Some reflections include How can you use CCW to
better recognize the assets that students or families bring to school? How can you
advocate and inform other teachers of this approach so that it can be used school-wide?
Conclusion
In this chapter, two major problems were examined. First, suburban schools’
responses to demographic shifts were analyzed within a critical race theoretical
framework. Second, an examination of TOCAITs experiences in suburban schools
provided examples of common challenges they face. The experiences showcased
examples of resilience processes and how TOCAITs used CCW to practice sustainability
in suburban schools. The focus on resilience and CCW poses viable strategies to retaining
TOCAITs in suburban school districts and creating more equitable and inclusive
communities for students. This theoretical framework benefits the suburban school
district’s plan to improve the district’s community by increasing and training more
TOCAITs.
In Chapter Three, the capstone project is presented. A mentorship program
focused on professional development using the Community Cultural Wealth Model is
proposed to support the retention of TOCAITs. In Chapter Four, a final reflection is
shared.
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CHAPTER THREE
Project Description
This capstone project was guided by the question: How can a Community
Cultural Wealth (CCW) Model be used to develop the resilience, resistance, and retention
of Teachers of Color and American Indian Teachers (TOCAITs) in suburban school
districts? In this chapter, the capstone project is presented. It is a professional
development project provided through a mentorship program for teachers of color. There
are six professional development sessions that align with the six types of cultural capital
found in Yosso’s (2005) Community Cultural Wealth Model (CCWM).
Project Overview
A transformative theoretical framework explains the rationale for the capstone
project. First, a review of the problems analyzed in chapter two’s literature review
provides reason for increasing and sustaining teachers in suburban schools. Next, the
resilience process is defined to explain the project’s goal of helping participants examine
and build resilience. This is an important component of the participants’ reflection that
will build retention. In addition, a focus and understanding of resilience helps participants
transform themselves, their students, and suburban schools. Then critical race theory
(CRT) and Yosso’s (2005) Community Cultural Wealth Model (CCWM) is described.
CRT is used to help Teachers of Color and American Indian Teachers (TOCAITs)
examine the dominant ideas in the suburban school community and their place and
opportunities in the district. In addition, CRT frames the experiences of TOCAITs
through counternarratives that explains their challenges and the support needed to sustain
TOCAITs.
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The CCWM consists of six types of cultural capital. Within the mentorship
program, participants have an opportunity to explore and develop their resilience in the
workplace by learning about their own cultural capital. Thus, CCWM is used as a lens to
support the resilience and sustainability of TOCAITs in suburban schools.
The audience and setting of the project is placed within a suburban school district.
The project setting is further designed to provide participants a safe and confidential
environment. It is designed to be a safe place to help participants learn, discuss, and
reflect on the topics of race, resilience, and cultural capital in context. In addition, a
description of the participants is presented. This is important to the project, as the
participants inform and drive the direction of the professional development.
A timeline of the professional development is explained and focuses on monthly
mentorship meetings. Pre-surveys and post-surveys help inform the mentors of the
sequence of professional development each mentorship group selects. Surveys also give
important feedback to mentors to better structure professional development to meet the
learning styles and needs of mentees. Last, a final summary of the project will emphasize
the necessary development of resilience using the Community Cultural Wealth model to
sustain TOCAIT in suburban schools.
Research Framework
Retention. Retention refers to the ability to keep teachers in their school, district,
or profession of education (IGI Global, 2020). The capstone project’s goal is to retain and
increase TOCAITs, which is aligned with suburban school districts’ equity and
achievement plans. Chapter two’s literature review presented two problems that can be
discussed in connection. In doing so, it provides a new angle to discuss the needs and
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challenges in suburban schools for students of color, teachers of color, and the
community as a whole. When linked together, the two problems help inform better
programming and policies that support the sustainability of TOCAITs. First, the literature
reviewed how the suburban school districts responded to demographic changes. From
there, three common themes highlighted the problem within suburban school districts as
reproducers of societal inequality and racism. First, suburban school districts responded
to demographic change in technical ways, but often lacked normative and political
responses necessary for changing the inequities plaguing their practices and systems
(Holme et al., 2014). Second, the response was colorblind and race-neutral; thereby, it
maintained and reproduced inequities (Welton et al., 2015). Third, the participants in the
research studies consistently recognized they were uncomfortable discussing race and
spoke of a lack of diversity in education (Diem et al., 2016). The scholars recommended
ways suburban schools could improve the response to demographic shifts by focusing on
racial equity and social justice and increasing TOCAITs in suburban school districts to
meet its increasingly diverse student population (Hawley, 2007, as cited in Ayscue,
2016).
Second, the literature review also highlighted the challenges of suburban
TOCAITs. The challenges faced by TOCAITs discussed in two key literature found on
TOCAITs in suburban schools consisted of stereotype oppression, questioning of
credentials, role entrapment, compromising identities, isolation and boundary
heightening, racial tension, and limitations to thrive (Beard, 2020; Wong, 2016). With
increasingly diverse learners in suburban schools and a small percentage of TOCAITs in
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suburban schools, efforts to increase and retain TOCAITs is an important district-wide
improvement goal.
Resilience Processes in Context. Resilience is defined as how groups or
ecosystems respond to or recover from adversities or hazardous events (“Definitions of
Community Resilience: An Analysis,” 2013). However, the capstone takes a step away
from this definition of resilience as traits used to overcome adversities and instead uses
Masten’s (1990) definition of resilience: “the process of, capacity for, or outcome of
successful adaptation despite challenging or threatening circumstances” (Masten, 1990,
as cited in Fletcher & Sarka, 2013, p. 8). This secondary definition focuses on an
individual or group’s resilience process. Masten’s (1990) concept focuses on the
processes underlying resilience to help explain how people become resilient. There are
many possible benefits to understanding the connection between the school’s social and
political culture and TOCAITs’ intersectionality as it produces resilient individuals and
communities. First, the concept of resilience as a process provides a deeper
conceptualization of the resilient journeys that TOCAITs have and their aspirations in
suburban school districts. It answers the question, how do TOCAITs maintain their
aspirations as educators and social justice agents, when faced with constant adversity in
suburban schools?
Second, the resilience journeys that are shared and discussed in the mentorship
program also help to expound on the processes used by TOCAIT mentees to sustain
themselves as minority teachers in predominantly white school communities. These
resilience processes show how TOCAITs subconsciously and intentionally use cultural
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capital to strengthen themselves against environmental stressors that affect their place in
suburban schools.
According to David (2013), resilience can have a capacity to develop over time,
as it is not in a static state of existence. The capacity to build resilience over time is the
goal of the capstone project. The professional development provided through a
mentorship program is aimed to support new TOCAITs’ resilience in the new school
district and build strong foundations by helping them to build Community Cultural
Wealth to sustain them in their careers in the suburban school district. This can be
accomplished when TOCAITs are provided self-development and agency in a mentorship
program, which gives them the necessary tools and strategies to sustain their personal and
professional commitment in education. This work is necessary to retain TOCAITs in
suburban school districts.
Critical Race Theory. This framework has a social justice agenda that aims to
transform the systems and practices in place. Hughes et al. (2013) stated, “Critical Race
Theory (CRT) is a theoretical framework that acknowledges, explains, and centers race
in the analysis” of equity and justice (p. 467). Yosso (2005) defines CRT in education as
“a theoretical and analytical framework that challenges the ways race and racism impact
educational structures, practices, and discourses’’ (p. 74). CRT gives TOCAIT
participants a lens to analyze their histories, particularly their resilience processes. The
capstone project uses CRT to see how mentees’ intersecting identities impact their place
and opportunities in suburban schools. Crenshaw (1989, 1993, as cited in Yosso, 2005)
added that CRT can be used by participants to address racism and other intersecting
forms of subordination. It is this intersectionality that makes the participants’ resilience
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processes unique. Different aspects such as gender, sexual orientation, social class, faith,
and so on inform unique resilience processes that help to identify the skills and strategies
they have developed to survive in challenging and unsupportive environments.
White privilege, meritocracy, color-blindness, and race neutrality held by
dominant groups in education can be challenged by TOCAITs who want to offer a
transformative and empowering community for other TOCAITs and students of color in
suburban schools. As participants explore their own experiences of resilience in suburban
schools, a CRT lens allows them to identify and challenge dominant ideology in the
workplace. One way to do so is by refuting the deficit perspective placed on people of
color.
Therefore, CRT helps explain how people of color can produce different
Community Cultural Wealth models. While similar cultural capital can be shared among
communities of color, CCW can be unique to each person and their history. How
participants identify themselves informs the process in the professional development they
will take to learn more about their cultural capital to build resilience and cultural
authenticity in predominantly white suburban schools. Participants will have different
experiences, knowledge, and use of the types of cultural capital presented in each
professional development. Thus, the projects centering race within the examination of
resiliency and Community Cultural Wealth.
Community Cultural Wealth. Yosso (2005) argued that marginalized
communities of color possess cultural capital that traditional cultural capital theorists
such as Bourdieu (1977) did not recognize or value. According to Yosso (2005),
Bourdieu’s cultural capital theory placed “value on a very narrow range of assets and
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characteristics…narrowingly defined by white, middle class values, …and one’s
accumulated assets and resources” (p. 77). Instead, Yosso (2005) believed in using a CRT
lens to see how communities of color “nurtured cultural wealth through at least six forms
of capital suchy as aspirational, navigational, social, linguistic, familial, and resistant
capital” (p. 77). The six types of cultural capital make up each professional development
in this project. Within a CRT framework, helping TOCAITs examine their own
Community Cultural Wealth helps them recognize and value the power of their cultural
capital. One that can be strengthened to develop resilience and increase resistance in
context.
Project Description
Setting. The suburban school context was the focus of the project because it is
often neglected in place of urban-research and policy initiatives. Most importantly,
suburban school districts have growing demographic shifts that require a greater response
and need for teachers of color. Thus, the capstone project took place in the suburban
school context.
The setting of the professional development was planned in a variety of locations
to support the community of TOCAITs. Once mentees and mentors are matched and
grouped together, then the capstone project consisting of six professional developments
provided through the mentorship program are given in different settings. The professional
developments are offered virtually and in-person. These alternating modes of professional
development provide mentors and mentees flexible settings.
There are many benefits to a virtual mode of professional development. The
purpose of offering a virtual platform was to decrease the travel that was necessary in
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traditional professional development. In addition, virtual meetings give participants a
choice in where they would like to comfortably attend them. This provides a safe and
confidential place for participants to voice their personal experiences and challenges
more freely. The ease of virtual access increases the likelihood that more people can
attend and participate in the professional developments.
The professional development sessions alternate and are also provided in-person.
This gives participants opportunities to have face-to-face interaction, to get to know one
another and build safe and trusting communities. The location for the in-person meeting
is decided by the group of mentees and mentors. Each professional development session
takes place on the first Wednesday of each month after school. This day was selected as it
is mid-week and gives participants time to settle into the work week.
Audience and Participants. The capstone project took place in a suburban
school district’s Teacher of Color Coalition (TOCC) mentorship program. Members of
the TOCC mentorship program are teachers who have identified themselves by their race,
who are “dedicated to their own personal and collective empowerment within their school
community through advocacy, mentorship, and partnership” (AHTOCC, 2022). The
mentorship program includes veteran teachers who will be mentors and probationary
teachers of color who were mentees. The project is meant to support new probationary
TOCAITs to the suburban school district; however, mentees also included tenured
TOCAITs who were seeking sustainability in the workplace.
Mentors. Mentors go through a selection process. An important criteria for
mentors are candidates who are able to share examples of how they have used cultural
capital to sustain their own work in suburban schools. It is important that mentors have a
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strong understanding of the theoretical framework used in the capstone’s project.
Therefore, mentors will participate in a professional development session (see Appendix
A and Appendix B). The goals of the professional development is to provide background
information on the TOCAIT mentorship program’s vision and mission, to introduce the
CCW professional development focus, engage participants in CCW activities, and select
qualified mentees.
First, the professional development will discuss the growth of the TOCAIT
mentorship program in the suburban school district. Information will be presented on
specific school district goals related to increasing TOCAITs. A focus on challenges of
TOCAIT in the school district will lead to Part One introducing the mentorship program.
First, Part One explains the mentorship model so participants have a clear understanding
of the services that will be provided. Then in Part Two, the participants will be introduced
to the topic of retention. In addition, an explanation of the theoretical framework will
explain how students of color, teachers of color, and the suburban school district could
benefit from a professional development series focused on CCW.
In Part Three, participants will have opportunities to engage in the activities that
their own mentees will eventually complete in the professional developments. They each
choose a station and learn about one type of cultural capital. Each station or group is then
responsible for learning about that one cultural capital. This is a jigsaw activity so once
each group is ready, then they take turns presenting their type of CCW to the whole
group. This activity allows participants to gain information about all six types of cultural
capital in the CCW Model. After the professional development, interested participants
can take an assessment (see Appendix C) to check their knowledge of the concepts
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learned. They will communicate their interest in the mentor role. The surveys will be
reviewed and ten mentors will be selected for the mentorship program.
Mentees. Mentees are new TOCAITs to the suburban school district or tenured
TOCAITs who are in search of strategies to sustain themselves in the suburban school
district. A priority focus on beginning teachers is important as studies have shown that
teacher-mentorship programs positively impact new teacher retention (Ingersoll & Smith,
2004). Since the project aimed to support the retention of all TOCAITs in suburban
schools, members of the teacher of color coalition will receive a survey at the beginning
of the school year to determine the number of participants interested in the mentorship
program (see Appendix D).
Once the number of participants are determined, then the mentees are divided
between the ten mentors. The mentorship could include up to 3 mentees to one mentor.
This group mentorship approach benefits mentees who are seeking relationships and
community. Ingersoll and Smith’s (2004) study of teacher induction programs found that
beginning teachers benefited from the opportunity to participate in groups. It creates an
affinity space for mentees to build relationships and provide peer-support. Mentees will
also get an opportunity to select qualities they would like in a mentor.
Assessments. Surveys will be provided at the beginning of the project to
determine the participants for the capstone project. One survey will help to determine the
appropriate mentors for the mentorship program (see Appendix C). The other survey will
invite and determine the number of TOCAIT mentees interested in the professional
development topic (see Appendix D). The professional development (PD) is planned to
occur once a month. A week before the monthly mentorship meeting, the mentor will
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send a survey to the mentees in the group to determine what type of cultural capital they
would like to learn more about in their PD (see Appendix E). It is responsive to the
mentees, as the topic of each professional development will be self-selected by mentees.
The survey is also meant to inform the mentor of the mentee’s challenges and needs so
that mentors can provide appropriate support and help select the appropriate PD
slideshow to use for the mentorship meeting.
Assessment of Project Effectiveness. First, during each PD, mentees engage in
activities. These activities are planned to work as formative assessments to inform
mentors of how well mentees understand the types of cultural capitals and how well they
can apply it in their own personal and professional lives. This contributes towards the
project’s effectiveness in meeting the goal of developing resilience, retention, and
resistance. Second, after each mentoring session, where a PD focused on a type of
cultural capital is discussed, the mentee and mentor both will submit individual
reflections. The mentor’s reflections help to document evidence of the mentee’s
processing of resilience and cultural capital (see Appendix F). The mentee’s reflections
are analyzed to see what learnings were made from the professional developments (see
Appendix G). The reflection will also prompt the mentee to make a connection between
resilience, retention, and the type of cultural capital discussed in the PD. Last, at the end
of the capstone project, the mentees will complete an interview to discuss how they had
developed resilience, retention, and resistance using the Community Cultural Wealth
Model (see Appendix H).
Timeline. The project followed the school calendar. The mentorship program
would start at the beginning of the school year. First, mentors and mentees would have a
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welcome meeting and orientation in August. This will give participants a chance to meet
one another. The welcome meeting will also include a welcome from the suburban school
district. Information about the school districts demographics, Equity and Achievement
plans, and other important information will be shared with members by district staff. The
six mentorship meetings will be rolled-out from September through to February. Mentors
and mentees will meet the first Wednesday of each month after the school work day. If a
meeting is missed, it can be rescheduled for the following Wednesday.
At the end of February, all six professional development courses should be
completed by the mentees. In addition, they should have completed their post-PD
reflections for each meeting. The end of the project is also an opportunity to discuss the
next steps for mentors and mentees. During the individual interviews, mentors will ask
questions to find out what school district opportunities they would like to engage in for
the rest of the school year. Depending on the answers, the TOCAIT mentorship program
will be responsible for planning and facilitating group meetings for the rest of the school
year.
The capstone project consisted of six professional developments aligned with
Yosso’s (2005) Community Cultural Wealth Model. The six professional developments
have Community Cultural Wealth topics that do not follow a sequential order. As the
types of cultural capitals are complementary to one another. Yosso (2005) said “these
various forms of capital are not mutually exclusive or static, but rather are dynamic
processes that build on one another as part of community cultural wealth” (p. 77). Each
professional development would be provided through a slideshow presentation. The
slideshow presentations have been developed as stand-alone presentations, so that
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participants can select the type of cultural capital they would like to explore. The six
professional development topics included familial capital, aspirational capital, linguistic
capital, social capital, navigational capital, and resistant capital.
Aspirational Capital. While the specific sequential order of the PD cannot be
determined until the actual start of the mentorship group by its members, initial
suggestions could be made to support new TOCAITs. First, aspirational capital would be
a good PD to start with and is recommended to mentees (see Appendix I and Appendix
J). Aspirational capital is the ability of TOCAITs to hold hope and continue dreaming-on
despite real and perceived barriers (Yosso, 2005). These barriers may have different
meanings for individuals in their personal and professional lives. For example, since
education is dominated by white teachers and school communities that are hegemonic or
oppressive, TOCAITs may hold aspirational hope that they can overcome these obstacles
and make a difference. A PD focused on aspirational capital should give voice to mentees
as they describe their aspirations and barriers.
First, the mentees would participate in a community building activity. The activity
asks them to find a quote that represents their aspirations as teachers. They will share
with one another and find common ground. Then Yosso’s (2005) Theory of Community
Cultural Wealth (CCW) is introduced. In Part One, mentees learn about their own
aspirations. It is important that they consider what informs their own aspirations. Then
they engage in an activity that allows them to define the roots of these aspirations. They
create an aspirational representation and share it with the group.
In Part Two, the PD also gives mentees opportunities to describe the barriers they
have faced in their personal and professional lives. This PD is significant as it helps to
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highlight challenges in the suburban school context that are real and perceived barriers
for TOCAITs. This work supports the school district’s “Equity Achievement Plan”
(Anoka Hennepin Schools, 2021) such as improving the school climate by “identify[ing]
barriers to retention of staff of color and creat[ing] a Retention Plan” (p. 14). It provides
an opportunity for problem solving between the members in the mentorship group. What
strategies have been used or could be used to overcome these barriers and support
TOCAITs’ resilience?
In Part Three, aspirational capital is discussed. Wong’s (2016) research provides
more information about TOCAITs’ aspirational capital. Mentees will learn how their
aspirations have developed skills and knowledge that have supported their growth and
success, called aspirational capital. Aspirational capital is further discussed as an asset
that supports the ongoing retention of TOCAITs in suburban schools. This activity makes
mentees actively engage in the resilience process. A focus on aspirational capital
naturally highlights the other cultural capitals that TOCAITs are already utilizing in their
work. This helps to connect to other forms of cultural capital that they will further
explore in the following PDs.
Familial Capital. Familial capital are the cultural history, knowledge, and values
nurtured in the family or community (Yosso, 2005). First, mentees will do some
community building and share a picture of their families (See Appendix K and Appendix
L). This builds an inclusive community where mentees share their own authentic
identities and families with one another. In Part One, the focus is on family. First, the
mentor will facilitate a quick thumbs up or thumbs down activity to determine the
mentees’ opinion and understanding of family. Then the mentor will share their own
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family photograph and discuss who it consists of. Families are discussed to expand the
concept of family and include LGBTQ, extended, social, and community forms of family.
According to Yosso (2005) familial capital is something nurtured not only by the family
but by the kinship ties of extended family. They (2005) believed people’s kin informed
and fostered the “emotional, moral, educational, and occupational consciousness” that is
needed to combat isolation. This is relevant as one key problem TOCAITs experience in
suburban schools is isolation (Wong, 2016; Beard, 2019). Strong family, school or
community ties can help bolster TOCAITs’ sense of place and belonging. The mentor
will then exemplify this by describing the knowledge, skills, values, and resources that
have been passed down to them through their kinship ties.
In Part Two, familial capital is introduced. Wong’s (2016) research findings on
TOCAITs’ familial capital found four themes. These themes are shared with mentees in
the PD. In addition, Wong’s (2016) research found that identities are shaped by one sense
of belonging and isolation from communities. Therefore, different family foundations
informed identity development and family capital.
In Part Three, mentees get a chance to explore their own familial foundations,
identities, and familial capital. It is important that mentees have a deeper understanding
of their identity formation through family and therefore the familial capital that they
possess. In an activity, they will reflect on Wong’s (2016) four themes and make
connections to the one that best describes their family model and familial capital. Then
they will share with the group.
One particular challenge discussed in the literature review was the isolation that
TOCAITs experienced as minority teachers in predominantly white suburban schools.
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Sustainability in these school communities require TOCAITs to build work families that
can support their resilience in the workplace. At the end of the PD, they will reflect on
their work family. The reflection is planned to give mentees a chance to reflect on who
and how they will build their work families.
Linguistic Capital. Linguistic capital are the multilingual and communication
skills possessed and used by TOCAITs in the workplace (Yosso, 2005). First, mentees
will do some community building and share a greeting from their culture (See Appendix
M and Appendix N). In Part One, the mentor will define language. Then they will share
an example of their language background. The mentees will participate in an activity and
complete a language sheet. The activity asks mentees to reflect on their language skills
and styles.
In Part Two, Linguistic capital is introduced. Yosso (2015) defined linguistic
capital as “the intellectual and social skills attended through communication experiences
in more than one language or style” (p. 78). The mentor will reshare their language
background, then discuss the challenge of dominant narratives. Often characteristics such
as silence, politeness, codeswitching, African American Vernacular English and so on are
often viewed as a deficit in dominant culture. Wong’s (2016) research found challenges
with how TOCAITs utilized their linguistic capital. The language deficit perspective and
lack of opportunities for TOCAITs to utilize linguistic capital are problems that prevent
TOCAITs from fully finding a home in the suburban school district.
However, Wong (2016) explained TOCAITs’ linguistic capital challenges “the
dominant narratives and serves as a form of resistance to stories of deficiencies” (p. 92).
The mentor reframes language as capital instead of a deficit. It is beneficial to make this
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connection to students as well. The ability to acknowledge linguistic capital in oneself
allows someone to recognize it in others. It is important to affirm the heritage languages
possessed by students. It also builds a school community that is more accepting of
diversity.
In Part Three, the mentees will engage in an activity. The mentees completed a
language sheet at the beginning of the PD. They will reexamine their information sheet
and add descriptions to their language features. This exercise gives them time to reflect
on the language characteristics they are utilizing as capital in their work. In addition, it
gives them the opportunity to consider their own deficit perceptions on language. Then
they will share with the group. At the end of the PD, they will reflect on their linguistic
capital and consider how they can use it to sustain themselves and to resist dominant
narratives in the workplace. An exploration of linguistic capital highlights how TOCAITs
can use skills they have attained from the communicative experiences in their cultural
communities to express and advocate for change. Therefore, linguistic capital supports
agency and change for the individual mentee.
Social Capital. Social capital is the support that is gained from a person’s network
of people and community resources to help them navigate through social institutions
(Yusso, 2005). Mentees will do some community building and connect with the other
mentees (see Appendix O and Appendix P). This supports mentees as new TOCAITs
must build their social capital in schools to support them in the suburban school district.
TOCAITs can acquire social capital by networking with other mentees in the mentorship
group.
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In Part One, mentees will learn the importance of social networks and
communities. The mentor will share a definition of social networks. Then they will share
an example of their social networks. This includes personal and professional social
networks. In Part Two, the mentor will introduce social capital in Yosso’s (2005) CCW
Model. The mentor will share examples of Wong’s (2016) research on the social capital
that support TOCAITs.
In Part Three, mentees get a chance to discuss their feelings with the mentorship
group and use the other mentees as sources of social capital to gain emotional support
and guidance. The mentor can also share district social networks opportunities with
mentees. Then mentees will participate in a social networking activity plan to help them
define their social networking goals and plans to resolve their isolation at work and build
social networks. First, they write down their goals. Then they write action steps to meet
their goals. At the end of the PD, mentees give feedback to the mentor on the additional
resources and information they would like to receive to support them in the school
district.
Navigational Capital. Yosso (2005) explained that navigational capital are the
skills that are used to “maneuver through institutions not created with Communities of
Color in mind” (p. 80). A PD focused on navigational capital (see Appendix Q and
Appendix R) help to develop TOCAITs’ agency within the institutional constraints of
suburban school districts. Navigational capital and social capital can be seen working
together, as mentees support one another to help navigate the barriers in suburban
schools. First, the mentees will do community building and share something new they
have tried doing recently. In Part One, the mentor will share a definition of navigate. The
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mentor will remind the mentees that TOCAITs have strong navigational skills as their
past history as students of color gave them previous experiencse with navigating school
systems that were not designed for them. The mentor will ask mentees how they
navigated through their school systems. Mentees will get to share their own experiences
as students of color.
In Part Two, the mentor will define navigational capital within the Yosso’s (2005)
CCW Model. Then Wong’s (2016) research findings are shared. The PD will focus on
one theme found in their (2016) findings, how TOCAITs navigate microaggressions in
the workplace. In Part Three, mentees will learn more about microaggressions and their
challenges within school systems with racial tension. Washington et al. (2020) provide
three ways to respond to microaggressions: letting it go, responding immediately, or
responding later. Mentees will participate in a discussion where they can share the
microaggressions they have experienced in the suburban school district. Next, mentees
will learn how to navigate microaggressions by considering the framework recommended
by Washington et al. (2020): discern, disarm, defy, and decide. At the end of the PD, they
will reflect and consider their own plan of response. They can also consider who the
trustworthy people are in their workplace or social network that they can lean on for
emotional support and guidance.
Resistant Capital. Resistant capital is the knowledge and skills gained when
people resist and challenge inequality. Deloria (1969, as cited in Yosso, 2005) said
resistant capital is “grounded in the legacy of resistance to subordination exhibited by
Communities of Color '' (p. 80). A PD focused on mentees’ experience with inequality
and advocacy for change can shine the light on the skills they have and can use to
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continue to resist oppression in their workplace. Furthermore, Pizarro (1998, as cited in
Yosso, 2005) and Villenas and Deyhle (1999, as cited in Yosso, 2005) explained
transformative resistant capital is the cultural knowledge of structures of racism and
motivation to transform such oppressive structures (p. 81). Therefore, a PD on resistant
capital gives TOCAITs knowledge of the structures of racism in suburban schools and a
chance to work towards social and racial justice within the suburban school district.
In this PD (see Appendix S and Appendix T), mentees will do some community
building by sharing their experiences with social justice and equity that makes them
proud. This helps connect their prior knowledge of resistance to this PD’s focus on
resistant capital. In Part One, the mentor will define what it means to resist. This
definition is important as it focuses on the subject of the resistance. In Part Two, the
mentor will introduce resistant capital within Yosso’s (2005) CCW Model. Then the
mentees will learn how critical knowledge of social issues can support agency and help
challenge and transform social inequalities. Wong’s (2016) research findings help explain
how resistant capital supports TOCAITs in school systems. Mentees will engage in an
activity where they share their challenges in the suburban school district and explain how
they resisted oppression.
In Part Three, the mentor explains how other forms of cultural capital support
resistant capital. Then mentees are given time to share how they would like to resist and
transform their own experiences and school systems. What forms of cultural capital do
they envision themselves using to complete their goals? At the end of the PD, mentees
provide feedback to the mentorship program by answering the question: what additional
support do you need to support your transformative resistant agency?
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Overall, the six cultural capitals in Yusso’s (2005) Community Cultural Wealth
Model are explored, affirmed, and developed in this capstone’s professional development
project to help TOCAITs develop resilience in their suburban schools. TOCAITs are
more likely to be retained in suburban schools if they build family-like ties to the school
community, have more aspirational success and less barriers, more opportunities to
engage socially, and gain knowledge of community resources necessary to survive,
thrive, resist, and transform their educational institutions. TOCAITs are actively engaged
in a resilience process and continue to engage in one in the suburban school. The product
of their resilient histories and experiences is Community Cultural Wealth. As TOCAITs
realize their resilience processes and their Community Cultural Wealth, they stand a
better chance of teaching and transforming their communities. More resilience is
developed within each PD as TOCAITs use a CRT len and the Community of Cultural
Wealth Model to view their roles, place, and opportunities in suburban schools. Mentees
are engaging in a process of resilience that continues as these people and communities of
color place and navigate themselves within suburban school districts.
Conclusion
In chapter three, the capstone project was guided by the question: How can a
Community Cultural Wealth (CCW) Model be used to develop the resilience, resistance,
and retention of Teachers of Color and American Indian Teachers (TOCAITs) in
suburban school districts? The chapter described the project within a transformative
framework as it uses resilience development through a Community Cultural Wealth lens.
The project is focused on professional development provided through a teacher of color
mentorship program in a suburban school district. The resilience process is used to
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explain and support the individual and group experiences of TOCAITs in suburban
schools. This project takes place over the span of a school year. Culturally responsive and
culturally sustaining methods are used to provide participants with individualized plans
for developing resilience and sustainability in the workplace through a self-planned
professional development sequence.
In chapter four, a critical reflection of the capstone process as a researcher, writer,
and learner will be shared. Next, key aspects of the literature review will be discussed as
it relates to the ongoing work towards retaining TOCAITs in suburban schools. Last,
possible implications and benefits of the project in education concludes the chapter.
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CHAPTER FOUR
Conclusion
When I first started the capstone process, my personal and professional
experiences encouraged me to find ways to make sense of the suburban workplace and
gain the knowledge and skills necessary to sustain myself. Along the capstone journey, I
gained new philosophical paradigms for understanding the capstone topic, the world
around me, and myself. The capstone has expanded my knowledge of suburban schools,
the experiences of teachers of color, and their Community Cultural Wealth. All things
considered, I have learned so much from the capstone process that will prepare me as an
educator and social justice activist.
The capstone project was guided by the question: How can a Community Cultural
Wealth (CCW) Model be used to develop the resilience, resistance, and retention of
Teachers of Color and American Indian Teachers (TOCAITs) in suburban school
districts? I believe my capstone project answers this question. Through a series of
professional development provided through a school district’s TOCAIT mentorship
program, new TOCAITs are given opportunities to explore their own histories. This
critical reflection is necessary to explain their resilience processes and the types of CCW
they hold. I believe personal and professional development using the CWW model
provides TOCAITs with the power to reposition themselves in the workplace. Identifying
their own wealth of cultural capital affirms and empowers them to be change makers in
the community. This approach supports the ongoing work that is necessary to develop
TOCAITs who are not only engaged in their own liberation, but also in that of the
community as a whole.
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In Chapter One, I began this capstone by sharing my resilience journey as a K-12
student of color and new teacher of color in a suburban school district. This resilience
process highlighted important tenets of Community Cultural Wealth. In Chapter Two, my
literature review focused on two interconnecting issues: the suburban schools’ equity and
inclusion of diverse students and the experiences of TOCAITs in suburban schools. The
findings from the literature review worked as a conceptual backdrop to support the goal
of the capstone project, which is to sustain and retain TOCAITs in suburban school
districts. In Chapter Three, my capstone project outlined the theoretical framework and
described the project’s participants, settings, assessments, and timeline. Now in Chapter
Four, I conclude the capstone with important reflections, a return to the literature review’s
key findings, implications, limitations of the project, and contributions and future ideas.
Important Reflections
I reflect on the work I completed in the capstone and realize how much I have
learned through the process. First, the writing required in each chapter challenged me in
new ways, but it helped me find hope in my journey as a new TOCAIT. Second, the
capstone process helped me develop a deeper understanding of the resilience and
retention of TOCAITs. Last, I consider how my identity affected the capstone process.
These important reflections will help me move forward in the suburban school district
where I want to make a difference as a TOCAIT.
Writing
Each chapter in the capstone had a different purpose and helped to support my
hopes and dreams as a TOCAIT. In Chapter One, my counternarrative shared the
educational inequities I had experienced as a K-12 student. The writing required me to
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relive and share past traumatic experiences. This held my capstone progress back many
times, as it was incredibly difficult to return to or continue writing when it required so
much emotional and mental strength. However, as I went back to edit and read my story,
it became an empowering reminder of my resilience and Community Cultural Wealth in
school and society.
Chapter One really challenged me, but it supported my ongoing aspiration to
change the conditions in the suburban school district for students of color and TOCAITs.
My story happened more than twenty years ago, but the same education inequalities are
still happening today. As I teach within the same suburban school district that I had once
attended as a student, I see the same educational inequities remain. I realize that
educational inequity remains unchanging due to a dominant culture that holds deficit and
oppressive views and ways of teaching diverse students. Therefore, there is a need to
analyze and change today’s situation. This capstone gives me hope that I can further
develop myself and TOCAIT who will help make a difference in the suburban school
community.
In Chapter Two, the literature review helped me fulfill my aspiration to gain a
better understanding of school context, equity, and TOCAITs. My experience alone does
not speak for all others, but a review of the literature specific to the experiences of
TOCAITs in suburban schools found many shared experiences, as well as consideration
for how intersectionality further describes the experiences of the TOCAITs in our diverse
community. Having a collective understanding of the challenges that TOCAITs face in
suburban schools help better inform programs to support them. It gives me hope that my
place, future, and opportunities in the suburban school district are limitless.
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In Chapter Three, the project described how the Community Cultural Wealth
(CCW) Model would be used to support the retention of TOCAITs in a suburban school
district. The professional developments make me hopeful as a new TOCAIT due to its
potential impact in my own school district. I am hopeful that I can share my capstone
with my mentor leaders to support my school district’s mentorship program and its
development. The product of these chapters is proof of my resilience and aspiration to
thrive in my school community.
Resilience
A secondary key learning gained from the capstone process was a better
understanding of resilience. As a new teacher, resilience is a significant indicator of
retention. With this knowledge in mind, resilience was initially my capstone’s focus. As I
read more into resilience theory, I came to understand that resilience is a process and is
closely associated with context. These expanded concepts of resilience helped me
understand that TOCAITs’ resilience has a lot to do with their histories of oppression and
discrimination in their environment. This informs identity, positionality, and resilience in
the suburban workplace.
While this understanding of resilience was beneficial to understand the
sustainability of TOCAITs, my content reviewer challenged me to think beyond
resilience. The school environment, culture, and systems is a dominating power that
requires more than personal survival. Instead, they advised me that the capstone goal
should be more transformative. We cannot always change a system that was created by
the dominant and powerful, so what can be done to really transform and change it?
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Their recommendations encouraged me to move beyond resilience in the capstone
and to connect it to agency. How can resilience lead to resistance and transformation in
the school district? This new connection greatly influenced the planning and
development of the capstone project. Therefore, the professional developments had two
purposes. First, it was a starting place for TOCAITs to examine their own CCW. Next, it
left TOCAITs with opportunities to reflect on their school communities and find ways to
use CCW to solve the problems within them. It is vital that TOCAITs critically examine
the systems and practices in their schools, and resist dominating and oppressive ideas and
practices.
One way to do so is by practicing their own pedagogies that are culturally
sustaining, culturally responsive, and culturally relevant. Another way is to engage in
school district initiatives that make an impact on marginalized students and staff. The
capstone process has supported my resilience and taught me the important lesson that
resilience also requires action.
Identity
Last, I considered my cultural and linguistic identity and its impact on my
capstone work. Many times during the capstone process, I felt discouraged and at a
disadvantage. As I struggled through each capstone course, challenges continually
brought me back to this question, how do my experiences as a person of color affect the
completion of my capstone? The challenges I faced in each stage of the capstone
reminded me that I was not a traditional graduate student. Instead, my life experiences as
a first-generation Hmong American determined the skills and knowledge I brought with
me to the capstone. These skills and knowledge appeared as Community Cultural Wealth
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to largely sustain me through the long capstone process. However, many times during the
capstone process, I recognized that I did not have the knowledge and skills necessary to
complete parts of the capstone work.
In Chapter One, I struggled with my writing progress and often missed deadlines.
While the capstone process was challenging for all my peers, I recognized that there were
differences that made the capstone exceedingly more challenging for me. First, I was
dealing with past educational trauma as a student of color. I was not simply writing about
a topic in education, but I was writing about experiences that were painful. Therefore, the
writing process was much harder due to the content of my capstone. However, this initial
work was necessary to propel me forward with the capstone. Writing my story helped me
realize my resilience and purpose.
Then in Chapter Two, I was unsure of what theories to research and use for my
capstone. At that time, I did not have a content expert as the pandemic left many people
unavailable. I struggled through the chapter, looking for theories to support my capstone
purpose and eventually found Critical Race Theory (CRT), Resilience Theory, and
Community Cultural Wealth Theory. Once I connected those theories, I worked hard to
comprehend them and eventually apply them to the capstone project. A lack of
mentorship was a big problem, along with a lack of people who were willing to engage in
my topic and CRT.
A secondary problem was I did not have enough of a theoretical foundation to
support me to engage with critical theories in the capstone. As I struggled to comprehend
and use theories on my capstone topic, I realized that there was a disservice in this
exclusion from my education. I am a new teacher of color with insufficient racial literacy
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and practice with critical theory because I was not given opportunities to gain this
knowledge and develop these skills in my graduate program.
Luckily, through my own TOCAIT mentoring social networks, I was able to find
a content reviewer who had a strong background in theory. It was another TOCAIT that
understood and supported my capstone’s vision by describing CCW in detail and its
applicability to support TOCAITs. My experiences and cultural identity largely
influenced the CCW I could use in the capstone process and the skills and knowledge that
had to be learned and developed to successfully complete the capstone.
Revisiting the Literature
Two key sources from the literature review helped with the capstone project. First,
Yosso’s (2005) CCW Theory provided the theoretical framework for the project. Then
Wong’s (2019) CCW findings of TOCAITs in suburban schools added to the project by
giving each professional development relevance and contextual accuracy.
Yosso
The Community Cultural Wealth Theory was most impactful in the capstone
because it helped develop the capstone project’s professional developments. Yosso’s
(2005) CCW model specified six types of cultural capital that forms a community of
cultural wealth. I was able to develop each professional development after those six types
of cultural capital.
Wong
While Yosso provided a framework for the capstone project, Wong’s (2016)
research findings of TOCAITs in suburban schools provided examples of how TOCAITs
utilized the six types of CCW. I was able to input their research findings into each
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professional development slideshow, then use it as a foundation to build activities around.
In addition, Wong’s research is directly relevant to my capstone project because their
research was completed within the same suburban school district that I planned my
capstone project for. Their research setting and my intended capstone project setting are
the same. Therefore, my capstone project continues the work they began with TOCAITs
in suburban schools.
Implications
Throughout the project, I reflected on the policy implications this project could
have. This work could support Grow Your Own (GYO) programs, traditional teacher
preparation programs, and teacher of color mentorship programs in school districts. CCW
is beneficial to these different programs as it highlights and helps to develop six types of
cultural capital in students and communities. In addition, the CCW model can be used to
resist and transform dominant cultural systems in education.
Grow Your Own
First, this work could support Grow Your Own programs that aim to develop
teachers that are from the community to diversify the teaching profession. When I was a
young student and then a teaching assistant, I did not consider teaching as a career,
because I did not believe I had the abilities and skills necessary to teach. If we really want
to increase TOCAITs, then we have to develop peoples’ understanding of their own
strengths and assets. People who are prepared with knowledge of their own CCW can see
themselves in professions that have lacked representation, such as teaching. CCW could
be used in GYO programs to achieve this purpose. Garcia (2020) explained, “GYO is a
powerful strategy that looks to the assets of the community and seeks to leverage those
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assets to benefit students and local school systems” (para. 6). GYO programs could use a
CCW model to help increase the disproportionate number of TOCAITs we have in
suburban school districts. According to Idahor (2020) GYO is a strategy that helps to
solve “teacher shortage, attrition, and lack of teacher diversity that many districts and
states are facing” (para. 5). There needs to be more TOCAITs who come from suburban
communities and who can be culturally responsive to the linguistically and culturally
diverse groups of students that are growing in suburban school districts.
Teacher Preparation Programs
Second, the project could support traditional teacher preparation programs. The
goal to diversify the teaching profession also aligns with the goal of preparing TOCAITs.
It would benefit Hamline to incorporate CCW into its School of Education’s Conceptual
Framework. Scholars believe CCW can be used as a concept to “highlight the strengths,
knowledge, and skills that teachers of color in particular, bring to the profession” (Garcia,
2020, para. 6).
To Promote Equity in Schools and Society (PE), CCW could be utilized to
support students, and enhance teaching and learning. CCW can be used to support all
student teachers, particularly aspiring teachers of color. When I first started my licensure
process with Hamline, I struggled to find a community and equal voice in my graduate
courses with majority white peers and professors. However, what helped me be resilient
was my aspirational capital, linguistic capital, and resistant capital.
As a first-generation Hmong American woman, I am the first in my family to
pursue a master’s degree. My parents’ sacrifices and aspirations of a better life for me are
actualized and achieved through the licensure and capstone process. In addition, the
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challenging experiences I had as a teaching assistant and Muslim woman taught me about
advocacy and gave me resistant capital, so I was able to resist dominant cultural systems,
advocate for myself, and navigate the resources at Hamline to be successful. My
linguistic capital helped me bridge cross-cultural communication challenges in the
classroom.
Before the capstone process, the knowledge and skills I used were undefined and
were utilized as intrinsic knowledge. I have grown to see how my background and life
experiences are assets that can be used to navigate the teacher preparation program and
now the capstone process to be successful. Now the research opportunities in the
capstone process have helped me gain knowledge about different types of cultural capital.
This has allowed me to identify them in myself, utilize them, and develop them with my
own students.
Education Framework. Naming and developing my own CCW has helped me
sustain and transform my educational experiences at Hamline and my teaching
experiences in a suburban school district. Hamline’s School of Education’s Conceptual
Framework has four main concepts: Promote Equity in Schools and Society (PE), Build
Communities of Teachers and Learners (BC), Construct Knowledge (CK), Practice
Thoughtful Inquiry and Reflection (PR) (Hamline, 2022). Here are some examples of
how CCW could be implemented within each main concept.
Promote Equity in Schools and Society (PE). To support PE, CCW not only
values and is inclusive of race, class, gender, exceptionality, home language and cultural
characteristics, but it also utilizes the six tenets of CCW to enhance teaching and
learning. It gives professors a chance to better understand the strengths of aspiring
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teachers of color, to draw from CCW to support academic success, and to facilitate
learning that is culturally responsive.
Build Communities of Teachers and Learners (BC). To support BC, CCW can
empower student teachers with resistant capital. How can they act as agents of change in
their school communities? CCW points out the knowledge and skills that they already
possess and gained from family, language, social groups, and how they navigate and
resisted oppression before. It is also an opportunity to construct supportive communities
of learners when everyone understands and appreciates the intersectionality perspectives
and CCW each individual contributes to the community. This is important as these
aspects and assets of individuals are often not facilitated and unacknowledged, creating
marginalized groups of students in classrooms.
Construct Knowledge (CK). To support CK, CCW could help student teachers
transfer and intentionally practice the pedagogy of culturally responsive teaching. CCW
could also teach student teachers how their students culturally construct and interpret
knowledge. This knowledge could help them construct culturally responsive lessons and
help interpret the knowledge of their students.
Practice Thoughtful Inquiry and Reflection (PR). To support PR, CCW could be
used as a criteria when having student teachers reflect on how they teach diverse groups
of students.
BIPOC Teacher Induction Program. I was able to participate in Hamline’s
Black, Indigenous, and People of Color (BIPOC) Teacher Induction Program. It is a
mentorship program that allows for groups of TOCAITs to be mentored through their
initial years in teaching. I believe that incorporating CCW into this program could have
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helped me develop more of my CCW. One of my biggest challenges as a new teacher is
figuring out how I can use my CCW to be successful within the suburban school context.
In my mentorship group, I was able to discuss those challenges. However, I was not
given viable solutions that could sustain me. The CCW is a valuable theoretical and
practical model to help TOCAITs navigate, find resources, build communities, and
understand and resist oppression in their school districts. Mentors in the BIPOC Teacher
Induction Program have CCW that they could share with mentees. Their experiences as
veteran teachers can be utilized to exemplify and develop CCW in others. This is an
important component of CCW. As TOCAITs gain knowledge and skills, they bring and
share it back with their community members. I imagine this program as more than just a
place to share our narrative and challenges as new TOCAITs, but also a place where we
can receive professional development that helps to build our capital, to sustain and
empower TOCAITs as agents of change in their school communities.
TOC and the School District. Third, the project could support the planning and
implementation of TOCAITs mentorship programs in school districts. In my school
district, the Teacher of Color (TOC) mentorship program is in its second year of
operation. It is still a new program that requires input and planning from the members to
operate month-by-month. The program is currently struggling to find ways to engage and
support the retention of TOCAITs in the suburban school district. I believe using a CCW
model can help recognize CCW and develop more knowledge and skills for members so
that they can sustain themselves and find ways to transform their school communities.
Incorporating CCW into programs for TOCAITs helps to diversify the teacher
workforce, support the conceptual framework in teacher preparation programs, and
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teacher of color mentorship programs in school districts. CCW can help identify the
capital that TOCAITs bring with them to classrooms. In addition, it helps individuals and
communities resist the dominant narrative and dominant cultural values that can oppress
and further marginalize groups of communities.
Limitations
This project was created for TOCAITs and is a self-directed professional
development opportunity. Its purpose is to support and retain TOCAITs in suburban
school districts. With this in mind, there are limitations to its reach and success. One
challenge I recognize in my suburban school district is that some teachers do not identify
as a TOCAIT and thus do not participate in the Teacher of Color Coalition (TCC). How
can teachers be encouraged to participate and engage in the program so that they can
benefit from community, mentorship, professional development, and sustainable
solutions?
Individuals have choices in how they define themselves and what they want to
participate in. However, as a product of a suburban school district, I lived a large part of
my life by blending in rather than feeling comfortable or accepted in my skin. It was not
until my college years that I had TOCAIT mentors that helped to facilitate the start of my
process towards liberation. With that knowledge in mind, it makes me wonder why some
teachers are not showing up and engaging in social change.
I believe identity formation has a lot to do with an individual’s liberation process.
Harro (2008) described a Cycle of Liberation that people need to go through to achieve a
“critical level of understanding of the nature of oppression and their roles in [the]
systemic phenomenon, [as] they seek new paths for creating social change and taking
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themselves towards empowerment or liberation” (p. 618). This definition of liberation
focuses on the critical transformation that comes from Paulo Freire. Harro (2008) used a
model to describe the events that are part of the liberation process. It is a cyclic process
that includes waking up, getting ready, reaching out, building community, coalescing,
creating change, and maintaining.
Figure 3
The Cycle of Liberation

Note. The model describes patterns of events in the process and cycle of liberation. It is a
map that can help people find their way to liberation. From Harrow, 2008, p. 620
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Current members of my district’s Teacher of Color Coalition show up, and their
presence and participation is evidence of their engagement in a cycle of liberation. It is
possible that non-identifying teachers may not have had opportunities to critically reflect
and engage in self-transformation for social change. Therefore, enlisting these teachers as
members to participate in the mentorship program that provides the professional
development on CCW can be difficult.
Another challenge I am finding in my current district’s mentorship program is that
not enough TOCAITs are participating in the program. Either very few TOCAITs sign-up
for mentorship, or if they sign-up, they do not attend enough meetings. If there aren’t
many mentees, then the reach of this project is limited.
Contributions and Future Ideas
The project on resilience through CCW contributes many things to individuals,
students, and school communities. For individuals, it recognizes the resilience process of
TOCAITs. It provides a place for TOCAITs to share their narrative experiences and
acknowledge their continuing resilient nature and skills. Resiliency helps new teachers
sustain themselves in a challenging teaching profession. Moreover, the project
contributes a larger focus on the capital that TOCAITs have and use to sustain, empower
themselves, and resist within their school districts. The project helps to identify and
further develop CCW. CCW is utilized to transform an individual’s teaching experiences.
For students, the CCW model helps teachers acknowledge and use CCW in
teaching and learning. It informs teachers of the different types of capital students and
families bring with them to school. This helps teachers’ cultural competency, as they
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have a better understanding of how to use students’ CCW to plan, engage, and support
academic, and social and behavioral success in school.
For school communities, the project helps a school community re-envision what is
cultural capital. It moves away from capital focused on social and economic class and
incorporates more cultural capital that values and builds-up individuals and the
community itself. It creates a more equitable and inclusive environment that can help
sustain students and teachers.
Future Ideas
The project development has helped produce practical ways to use CCW in a
mentorship program. There are so many exciting ways to further develop opportunities to
engage in CCW work. My next step with my project is to share these professional
development ideas with the leaders in the TOCAIT mentorship programs at Hamline and
in my school district. Hamline’s Director of Center for Excellence in Urban Teaching
leads the BICOP Teacher Induction Program for new Hamline TOCAITs. I will provide
feedback on the program and share ideas for using CCW in the program. I will support
their program developments using CCW. I will share my project ideas with my school
district’s Teacher of Color Coalition mentorship leads. As a new district mentorship
program, it is in development and open to new ideas. I hope to create a PD that presents
the CCW model to TOCAITs and give them opportunities to discuss and develop their
CCW.
There are some creative ways to further develop CCW. In my school and district,
I also like the idea of proposing a book club focused on CCW. My school had a book club
last year, and the school district partners with the SEED Project (Seeking Educational
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Equity and Diversity) each year to facilitate book clubs that help teachers engage in
equity work. I would like to create a book list that helps to represent diverse CCW. In
addition, book lists could also be made for each age group and shared with teachers and
students to facilitate conversations around CCW. I would like to create an artistic visual
that represents my CCW and share it with teachers in my school.
Conclusion
The ultimate goal of this capstone was to answer the question: How can a
Community Cultural Wealth (CCW) Model be used to develop the resilience, resistance,
and retention of Teachers of Color and American Indian Teachers (TOCAITs) in
suburban school districts? Through critical reflections, rigorous research, and project
design, I built a theoretical framework that supports the practical application of resilience
and Community Cultural Wealth to support the retention of TOCAITs in suburban
schools. The capstone project’s purpose is to recognize, develop, and sustain the CCW of
TOCAITs. In doing so, TOCAITs have more resilience, knowledge, skills, and resources
to support the growing diverse student population and transform their school
communities.
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